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ABSTRACT 
MULTICULTURAL TEACHER PREPARATION: EXPERIENCES THAT AFFECT 
THE PERCEPTIONS AND BEHAVIORS OF TEACHERS IN THEIR ABILITY TO 
EMBRACE DIVERSITY 
SEPTEMBER 1997 
MAXINE HEADLEY - HOWELL, B.S., LEHMAN COLLEGE 
M.A., ADELPHI UNIVERSITY 
Ed.D. UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Sonia Nieto 
The purpose of this study was to 1) investigate teachers’ perceptions of their own ability 
to embrace diversity, and 2) to explore how their personal, professional and academic 
preparation influenced their perceptions. Three research questions guided this study: 
• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
• How do practicing teachers perceive that their teacher preparation program has 
prepared them to teach from a multicultural perspective? 
• What recommendations do practicing teachers have for enhancing the preparation of 
teachers to educate a diverse population? 
This study consists of four components: 
1) a pilot study of three in-depth phenomenological interviews each with two 
participants that served as a basis for the current study. 
2) one additional study of a novice teacher, using three classrooms observations and 
three in-depth phenomenological interviews. 
3) a qualitative questionnaire, used with practicing teachers who had recently graduated 
from a teacher preparation program, designed to determine if there was a need for 
investigation into the research questions. 
4) a quantitative questionnaire, used with beginning teachers, which examined how they 
felt they were prepared to teach a diverse student body. 
The findings reveal that graduates from one teacher preparation program feel that 
they were inadequately prepared to teach a diverse population. They were exposed to little 
or no multicultural education in their course work. Many of the graduates are employed in 
school districts that incorporate superficial approaches to multicultural education. 
Teachers expressed a desire to become a part of a network where they could learn how to 
incorporate multicultural education into the curriculum. It seemed that what prepared 
teachers best to work with diverse populations was actually living in the community 
among diverse people: it was there that people started to understand issues, events and 
Vlll 
people form a variety of perspectives. 
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CHAPTER I 
INTRODUCTION 
Statement of the Problem 
I don't like being a minority somewhere. I don’t know why I need to stretch 
myself now, because when I have a degree and I am applying for a job it will 
not be in a place unlike my hometown. I was brought up in a town with 
almost zero diversity and even living here at Webster University makes me 
uncomfortable. But the way I look at it is that we are right over the Niceville 
town line, and Niceville is good. I don’t like this project. I am scared 
(September, 1996). 
A White teacher candidate wrote this comment in response to the assignment 
given by the professor of her introductory elementary education course. The professor had 
informed the class that they would be required to observe and participate in practical 
experiences with students from the inner city. The purpose of the assignment was to 
sensitize a homogeneous population of teacher candidates, predominantly White middle 
class females, to diverse students from the inner city, and/or from families with low 
income levels. 
Prior to having had the opportunity to observe students in several inner city 
schools during the course of a typical school day, teacher candidates shared their 
preconceived notions with their professor and peers, regarding students who live in the 
inner city and/or are from families with low income levels. Among the host of descriptors 
used to characterize these students were such terms as “rowdy,” “mostly punk kids,” and 
many others with negative connotation (Aaronsohn, Carter, & Howell, 1995). After a 
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series of visits to a variety of schools, however, prospective teachers began to have a 
different perspective: in the words of one group of preteachers, they “actually found the 
students to be civilized” (Aaronsohn et al., 1995). 
The two previous comments are examples of attitudes and preconceived notions 
articulated by an overwhelmingly high number of prospective teachers. This is how they 
perceive students from the inner-city and/or children from families with low income 
levels. As frightening as it might be, the reality is that prospective teachers with negative 
notions about these students could be employed as certified teachers of those same 
students two short years from the time they express those thoughts. How will future 
teachers’ prejudices affect the students they will work with in the immediate and the 
distant future? What types of experiences could preteachers be involved in that would 
help them analyze and overcome their biases and prejudices? How can we help future 
teachers critically examine their personal beliefs and behaviors, and challenge themselves 
to change inappropriate behaviors, so that they can provide a quality education for all 
students? 
The answer to these questions seems to be multicultural teacher education. If 
teacher preparation programs are going to properly prepare teachers to teach a diverse 
student population and provide equity in their education, it will be imperative for 
institutions of higher education to consider these questions, and to implement effective 
intervention strategies that will enable preteachers to become effective multicultural 
teachers. 
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For the purposes of this study, “multicultural teacher education” will be 
considered a philosophical concept and multidisciplinary educational process that enables 
prospective and practicing educators to effectively teach diverse populations. The kind of 
multicultural teacher education that seems to be most effective has the following 
characteristics, which will be explained in Chapter II: 
• antiracist and antidiscriminatory 
• basic education 
• important for all students 
• pervasive 
• critical pedagogy 
• education for social justice 
(Nieto, 1992) 
Unfortunately, an overwhelmingly high number of teacher candidates share 
thoughts and concerns such as those expressed in the preceding scenarios. Most 
preteachers are White monolingual females who live in the suburbs and who have had 
limited experience with diversity, and most desire to work in communities that are similar 
to their own (Fitchman,1992; Phuntsog, 1995). Having had few, if any interactions with 
people who have cultural, racial, ethic, or socioeconomic dissimilarities from themselves, 
they tend to rely on the media and other secondary sources of information to shape their 
opinions of students who live in the inner city and/or students from low income 
backgrounds. Often, the media portrays these populations from a negative perspective. 
Hence, in general, beginning preteachers are misinformed and/or uninformed about such 
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students. Given teacher candidates’ generally limited exposure to people from different 
backgrounds, and their lack of understanding of the value of diversity in the classroom 
setting, they fail to understand the need to “stretch.” 
Because such teacher candidates comprehend the world around them from a 
monocultural perspective, the task of affirming diversity and understanding the needs and 
experiences of students who are different from themselves initially seems virtually 
impossible. However, until the prospective teachers are at the very least in the process of 
becoming multicultural teachers, they will be unable to provide students with an equitable 
education. 
A review of the literature on teacher candidates’ perceptions of students of color 
and/or children from the lower end of the socioeconomic scale overwhelmingly attests to 
prospective teachers’ low student expectations, and teacher candidates’ beliefs in the 
negative stereotypes regarding them (Fitchman, 1992; Aaronsohn et al. 1995). This is of 
particular concern considering that the schools in the United States are being populated 
increasingly by students of color and students from low-income families. 
Due to immigration patterns, higher birth rates among people of color and reduced 
birth rates among Whites, the complexion of the United States and consequently that of 
the classroom is changing (Ladson-Billings, 1990). Demographers report that, given the 
current trends, by the year 2000 the majority of the schools will be populated by a 
significant percentage of students of color, children from low socioeconomic levels, and 
individuals with disabling conditions (Dana & Floyd, 1993). Due to the unprecedented 
growth in racial and cultural diversity, teacher preparation programs have been charged 
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with the awesome responsibility of preparing practicing and prospective teachers to 
effectively meet the challenge to teach in public and private school systems (Hodgkinson, 
1989). 
Although the challenge is not new, it has become even more compelling due to an 
increase in the disparity between student and teaching populations. More than 90% of 
prospective teachers are White females who speak English exclusively, and would opt to 
teach in a suburban setting (Reiff & Cannella, 1992). In addition, many of these students 
have not had prior experiences with individuals outside their culture (AACTE, 1973). A 
review of the literature on teacher education illuminates the disparity between student and 
teaching populations. One can not conclude that students and teachers of color necessarily 
share a cultural bond (Gay, 1993b) or that teachers can translate their cultural knowledge 
into culturally sensitive teaching methods and strategies that result in educational success 
for students (Montecinos, 1994). All teachers, despite their race or background, need 
appropriate training in order for them to be effective teachers for all learners. 
The teachers of tomorrow will be key players responsible for providing an equal 
and equitable education for all students, the majority of whom will be racially, 
economically, and culturally different from themselves. Teacher preparation programs 
should equip all teachers with the skills, attitudes, knowledge and dispositions needed to 
effectively educate a diverse population (Zeichner & Hoeft, 1996). 
This is a tremendous challenge. Historically, teacher preparation programs have 
inadequately prepared teachers to teach diverse populations (Mitchell, 1987; Phuntsog, 
1995). At best, generally, teachers have been taught that all students, regardless of their 
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racial or cultural background, should be treated the same. The result is that all students 
are treated as though they were members of the dominant culture. Consequently, respect 
for nondominant students’ culture, language, ethnicity and other differences have been 
virtually neglected, or seen as problematic (Nieto, 1992). 
Teachers teach the way that they do because they have been influenced by a 
multitude of factors. These include, but are not limited to, working conditions, 
humanitarian endeavors, influences of others, gender, personal experiences and academic 
preparation (Green & Weaver, 1992; Gordon, 1993). Teacher preparation programs have 
given limited attention to how these influences can affect prospective and/or practicing 
teachers’ perceptions and behaviors in the classroom setting. 
Because students tend to live up to the “self-fulfilling prophecies” of their 
teachers, (a phrase used to describe students’ fulfilling of teachers’ positive or negative 
expectations, first coined by Merton in 1948 and demonstrated in studies such as that by 
Rosenthal and Jacobson in 1968), it is critical for teachers to have high expectations for 
all students and treat them in a manner that empowers rather than degrades them. 
Teachers must therefore teach with the assumption that “cultural, linguistic, and other 
differences can and should be accepted, respected, and used as a basis for learning and 
teaching” (Nieto, 1992, p. 269). Since teachers’ expectations affect students’ performance, 
teacher education programs which do not ask teachers to examine their preconceptions do 
a disservice to both teachers and students. Teacher educators have the responsibility to 
educate all learners. In the words of Gay (1983): 
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The educational future of ethnic youth is too precious and precarious for 
educators, at all levels of the schooling enterprise, to continue to ignore 
any technique, strategies, ideologies, and orientations which offer potential 
for improving the quality of education for these students (p. 4). 
Given the reality of our increasingly diverse student population and increasingly 
homogeneous teacher pool, and the inability of teacher preparation programs effectively 
to prepare teachers to educate a diverse population (Mitchell, 1987; Phuntsog, 1993), 
multicultural education is one promising approach that can be used by teacher educators, 
preteachers, and practicing teachers to educate all learners. Teacher preparation 
institutions must assess their own programs for preparing their graduates to teach a 
diverse population, and institute appropriate changes that will assist teachers and 
preteachers to affirm diversity. 
Purpose of the Study 
The purpose of this study was to investigate 1) teachers’perceptions of their own 
ability to embrace diversity (“embrace” here means fully acknowledging that other 
cultures exist that are just as valid as their own), and 2) how their personal, professional, 
and academic preparation influenced their perceptions. Three research questions guided 
this study: 
• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
• How do practicing teachers perceive that their teacher preparation program has 
prepared them to teach from a multicultural perspective? 
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• What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate a diverse population? 
This study consists of four components: 
1) a pilot study of three in-depth phenomenological interviews each with two 
participants that served as a basis for the current study 
2) one additional study of a novice teacher, using three classrooms observations 
and three in-depth phenomenological interviews 
3) a qualitative questionnaire, used with practicing teachers who had recently 
graduated from a teacher preparation program, designed to determine if there was a need 
for investigation into the research questions 
4) a quantitative questionnaire, used with beginning teachers, which examined 
how they felt they were prepared to teach a diverse student body 
For the pilot study, in-depth phenomenological interviews with two individuals 
were held. One of the interviewees was a novice teacher, a recent graduate of one 
university’s teacher education program. The other was a veteran teacher who is a faculty 
member in that same teacher preparation program. The former interviewee was enrolled 
in the latter interviewee’s course. Another in-depth phenomenological interview with a 
novice teacher served to triangulate the data. Both sets of questionnaires invited all 
elementary, secondary and graduate certification students who had graduated from the 
university’s teacher preparation program (from the fall of 1992 to the spring of 1995) to 
respond to several questions, to elicit their perceptions of how they felt they had been 
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prepared to teach a diverse student population. All participants were practicing teachers 
from one teacher preparation program in the northeast region of the United States. 
Significance of the Study 
This study is significant in two ways. First, it will add to the body of knowledge 
concerning the types of experiences teachers may find helpful in their preparation for 
working with a diverse student body. There is a wealth of literature concerning how 
people teach. However, information on developing culturally sensitive and responsive 
teachers, particularly toward students who are different from them, is relatively sparse. 
Teachers who are not culturally sensitive could inadvertently draw inaccurate conclusions 
that could lead to improper instruction or class placement. Hence, if teachers are going to 
provide a quality education for all students, teacher preparation programs must prepare 
teachers who are sensitive to the needs and abilities of their students. In order for teachers 
to provide classroom environments where students feel valued and are respected for who 
they are and for the experiences they bring with them, it is critical that teachers have an 
understanding of values and norms other than those of the dominant culture. 
This study is significant also because of its potential to benefit teacher 
preparation programs interested in developing in their students a disposition to work with 
diverse populations. It provides data that will document teachers’ perceptions of where 
and how they acquired and developed their skills to teach diverse populations. Teachers 
have been asked to delve into their academic and personal backgrounds to explore their 
perceptions. These findings can inform teacher educators of the types of experiences that 
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could be incorporated in a teacher-training program to help sensitize students to cultural 
diversity. 
Limitations of the Study 
This study is limited in four ways. First, the study focused on one teacher 
preparation program in an institution located in the northeast region of the United States. 
Thus the findings are unique to that institution. Nevertheless, because many teacher 
education programs are grappling with how best to prepare the students to be effective 
teachers of a diverse student body, it may provide some important insights to others 
beyond the geographical limits of the study. 
Second, the institution does not have a mechanism for identifying teacher 
education graduates who are currently employed as teachers. A blanket invitation to 
participate in the study was sent to all education graduates from the last four years. 
Necessarily, then, the questions applied to only a portion of the recipients. Individuals 
who responded to the invitation and are currently teaching served as the participants. 
Third, responses to the questionnaires were teachers’ self perceptions, and these 
may or may not accurately represent how they function in the classroom setting. In order 
to verify teachers’ perceptions and behaviors, classroom observations along with follow¬ 
up interviews to clarify findings would need to occur. 
Finally, the institution does not have an agreed upon definition of multicultural 
education or how it should be infused in the university at large, or for that matter, in the 
teacher preparation program. In addition, participants have had a variety of instructors. 
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Therefore, the degree to which students gained exposure to and/or understanding of 
multicultural education is not consistent. 
Summary 
Teacher preparation programs have historically neglected to prepare teacher 
candidates with the skills, dispositions and attitudes that are necessary to teach a diverse 
student population (Phuntsog, 1993; Mitchell, 1987). This concern has been highlighted 
by an increasing disparity between the K-12 student and teaching populations. 
Demographers predict that this disparity will persist as we move toward the 21st century: 
immigration patterns and higher birth rates among people of color will result in one in 
every three students in the classroom being a person of color. In contrast, the vast 
majority of elementary school teachers will continue to be White monolingual females 
who have had little if any experience with diversity. In order to bridge the gap between 
students and teachers, teacher preparation programs must properly prepare teacher 
candidates with the tools they will need in order for them to provide equity in education. 
This research is significant because it explores the types of experiences that help 
individuals acquire and develop their skills to teach a diverse student body. 
The following chapters give a detailed description of the research. Chapter II is a 
literature review that provides the conceptual framework for this study. It includes key 
components of multicultural education, a review of relevant research in teacher education, 
and a review of the reform of teacher education with a multicultural focus. Chapter El 
describes the design of the study and the methodology used to conduct the research. The 
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overall approach to the study, participant selection, setting, instrumentation and data 
analysis are detailed. The pilot study that served as a catalyst for this research is described 
in Chapter IV, which includes the data presentation and analysis. Chapter V provides a 
summary of the research and conclusions, and poses implications for further research. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Literature pertinent to multicultural education and multicultural teacher education 
will be reviewed in this chapter. The rationale for the selection of the literature review is 
articulated, followed by the detailed review of the literature. The summary at the end of 
the chapter highlights the salient elements. 
Three areas of literature provide the conceptual framework for this study: 1) a 
review of major components associated with multicultural education, 2) a review of 
relevant research in teacher education, and 3) a review of current teacher education 
reform with a multicultural focus. The review of major concepts of multicultural 
education is pertinent to this study because it provides direction to understand a term that 
is replete with ambiguous concepts and definitions. Defining commonalities among and 
between various concepts and definitions of multicultural education will clarify what 
some educators define as multicultural education. I have included and analyzed 
definitions by major scholars in the field of teacher education who teach from a 
multicultural perspective. 
The literature review on relevant research in teacher education is critical to this 
study because it provides both an overview of the profile of prospective teachers and 
salient issues relative to their preparation to teach diverse students. Such issues include 
“culture shock,” “dysconscious racism,” “ multicultural illiteracy” (King, 1991, p. 35) and 
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the historic failure of teacher education to adequately prepare its graduates to teach all 
learners. 
The reform of teacher education with a multicultural focus reveal how teacher 
preparation programs have responded to critical areas as they relate to the preparation of 
teachers. Specifically, mandates from the National Council of Accreditation of Teacher 
Education (NCATE) will be discussed. Included in the review are approaches to 
multicultural education as described by several scholars in the field. Helping future 
teachers acquire a disposition for cultural diversity through developing high expectations 
for all learners, increasing self knowledge, and becoming culturally literate will be 
discussed, and methods that are presently employed at some institutions will be 
described. 
Multicultural Education 
There is no universally agreed-upon definition for the term “multicultural 
education.” Rather, there are multiple interpretations that run the gamut from nebulous to 
comprehensive in nature. The lack of clarity and specificity of the definition has resulted 
in considerable confusion and discourse in the field of multicultural education. 
Opponents cite this incongruence as a lack in the philosophy’s theoretical framework. 
While some scholars assert that this dilemma has hindered the progress of multicultural 
education (Phuntsog, 1993), others see “the very multiplicity of perspectives as evidence 
of the emerging dynamism, relevance and organic possibilities of multicultural education” 
(Aaronsohn, personal communication, 1995). 
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Although there is no universal definition for the term multicultural education, the 
congruence of the predominant definitions demonstrates a clear consistency of purpose 
and philosophical orientation among many proponents in the field. In the following 
segment, I will identify several key components of multicultural education as developed 
by Suzuki ( 1979), Nieto (1992) and Banks (1995), all of whom believe in a holistic 
approach to multicultural education. The components involve the transformation of 
course content, teaching methods, and administrative practices. The key elements 
highlight critical factors common to comprehensive definitions of multicultural 
education. Each definition involves education that is: 
• antiracist and antidiscriminatory 
• basic education 
• pervasive 
• critical pedagogy 
• education for social justice 
I will analyze various common major elements of multicultural education and comment 
on their relevance to students and the educational setting. (See Appendix F for 
comprehensive definitions of multicultural education as defined by Suzuki, Nieto, and 
Banks). 
These three scholars agree that multicultural education is antiracist and 
antidiscriminatory, and that it should be at the core of the curriculum: that is, the contents 
of what well-educated students learn should be from a variety of perspectives, not 
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uniquely from the norms of the dominant populace. It celebrates diversity, yet exposes the 
ugliness and reality of racism and discrimination and the effects they have on society 
( Suzuki, 1979; Nieto, 1992; and Banks, 1995). 
Advocates state that multicultural education is basic education, and that it is for 
all students (Suzuki, 1979; Nieto, 1992; and Banks, 1995). It is woven into the fabric of 
the curriculum with the same importance given to reading, writing, math and other 
subjects that are critical to the development of the learner. Content accurately reflects 
contributions made by all members of society regardless of their gender, race and 
nationality. The perspective of the dominant culture does not take precedence over those 
of the nondominant cultures. 
Multicultural education is also pervasive ( Suzuki, 1979; Nieto, 1992; and Banks, 
1995). It is represented throughout the classroom environment, and extends to the 
community. In other words, each student’s identity is acknowledged and affirmed 
throughout the school setting. Community members who represent the school’s 
population, and those not represented in the community itself, are also represented in the 
curriculum. 
Multicultural education is critical pedagogy (Suzuki, 1979; Nieto, 1992; and 
Banks, 1995). Myths are exposed and analyzed, and cultural and linguistic variations are 
acknowledged. Analysis of conflicting stories related in voices of both the conquered and 
the conquerors should be shared and critically analyzed, so students can make changes in 
thought and action based on their reflections. 
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It is not enough to intellectualize the philosophy of multicultural education 
(Suzuki, 1979; Nieto, 1992; and Banks, 1995). Advocates stress that social action is 
usually critical to this process. Once students have identified a social ill, they can analyze 
the problem and decide upon a course of action to take in an effort to help to rectify or 
reduce the effects of the situation. Through the process of de-centering thinking and 
developing decision-making skills, students are empowered to take a position, make a 
political statement and ultimately to see themselves as change agents for social action in 
collaboration with others who have similarly become transformed or empowered. 
School as it exists, however, is a microcosm of society that reflects the status quo. 
Going against it is often taboo. Nevertheless, multicultural schools believe that a “good 
education connects theory with reflection and action,” and that, therefore, “school is an 
appropriate place to educate the learners to put their learning into action for social justice” 
(Nieto, 1992, p. 216). Social justice is essential and intricate, and can empower students 
and faculty members to make changes (Nieto, 1992; Sleeter & Grant, 1994). 
Change often requires a major transformation, and that is a process that evolves 
over a period of time. During this endeavor, one becomes enlightened to various aspects 
of a situation, and as a result may think and behave differently from the norm. 
Multicultural education and becoming a “multicultural person” are dynamic continuous 
processes that involve working with and understanding people (Nieto, 1992; and Banks, 
1995). In addition, multicultural education involves identifying institutionalized barriers 
to success, dismantling them and replacing them with an equal and equitable level 
playing field so all students have an opportunity to achieve to their fullest potential. 
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Relevant Research in Teacher Education 
Who are the people in the pipeline for teaching? Are they ready to affirm 
diversity and teach from a multicultural perspective? The following section will address 
the projected profile for teachers and their perceptions of the students they will encounter 
in their classrooms. 
Even if we are successful in increasing the percentage of teachers of color 
from the projected 5% in [the year] 2000 to 15%, 85% of the nation’s 
teachers will still be white, mainstream and largely female working with 
students who differ from them racially, culturally, and in social class 
status. Thus an effective teacher education policy for the 21st must include 
as a major focus the education of all teachers, including teachers of color, 
in ways that will help them receive the knowledge, skills, and attitudes to 
work effectively with students from diverse racial, ethnic, and social class 
groups (Banks, 1991, pp. 135-136). 
Achieving this goal to properly prepare teachers for the 21st century becomes a 
problem if professors at colleges and universities which prepare prospective teachers, and 
which provide ongoing education for practicing teachers, are themselves as ill-prepared as 
prospective K-12 teachers to understand and value the cultures and identities of 
individuals who differ from themselves. McDiarmid (1990) and Hilliard (1974) show that 
teachers are better equipped to effectively plan for and understand students who share the 
same culture, race and ethnicity as themselves; they also show that effectively teaching 
and understanding “other people’s children” (Delpit, 1988; Kozol, 1991) is difficult, and 
lends itself to turmoil and misunderstanding. Therefore, considering demographers’ 
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predictions that by the year 2000 the majority of schools in the United States will be 
populated by a significant percentage of students of color, children from the lower 
socioeconomic end of the scale, and individuals with disabling conditions (Dana & Floyd, 
1993); and considering that research findings clearly indicate inherent problems that can 
occur when dissimilar student and teaching populations converge, teacher education 
programs have no real choice but to address the problems herein defined. 
A frightening characteristic of many prospective and practicing teachers is that 
they harbor negative preconceived notions about students of color and/or students who 
live in poverty. Goodlad’s (1990) national study of teacher education revealed the 
disturbingly low expectations that some education students held for some learners: 
[Of the students interviewed,] many were less than convinced that all 
students can learn; they voiced the view that they should be kind and 
considerate to all, but they accepted as fact the theory that some simply 
cannot learn (p.264). 
If this is indeed the case, then certainly working effectively with diverse populations and 
valuing diversity will indeed be a challenge for teachers. 
Affirming diversity means that language and culture are respected, and perceived 
as a foundation for learning and teaching which can provide enriching experiences for 
students and teachers (Nieto, 1996). Arriving at affirmation will be quite a challenge for 
new teachers as a group, many of whom experience “culture shock,” a term used to 
describe the “disorientation a person experiences when thrust into a foreign culture or a 
new way of life” (Thorndike 1979, p. 506). An ethnographic study conducted by 
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Fitchman (1992) described the “culture shock” that preservice teachers experienced 
during internships as they discovered that their previous childhood experiences were 
strikingly different from those of students in their classrooms. The interns used their 
personal experiences to establish a “norm,” and judged experiences that were different 
from their own as “abnormal.” Their value judgments were apparent in the terms used to 
characterize their students’ home lives: “bad,” “terrible,” “deprived.” Unfortunately, 
negative perceptions associated with members of the nondominant culture remain 
common among White preservice teachers. In fact, their pernicious perceptions supersede 
that of their predecessors over the past six decades (Law &Lane, 1987). 
A more recent study echoed these troubling findings of the 1980s. Aaronsohn et 
al. (1995) sought to determine effective intervention strategies for helping prospective 
teachers examine and challenge their perceptions of inner city students and their schools. 
The majority of the class, who fit the narrow profile of prospective teachers-White, 
middle class, isolated, female—was provided with the opportunity briefly to visit the 
schools of and to tutor low income students who resided in the inner city. The 
prospective teachers’ candid preconceived notions about the students, before the visits, 
included assumptions that the “minority” students, whom they had not yet met, would be 
“disruptive,” “out of control,” “all crazy,” “all diagnosed as special ed,” “gang members,” 
and “dirty.” 
The challenge of that study was, and for teacher educators generally will be, to 
determine how to help teacher candidates examine their biases and behaviors, and the 
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effect that those can have upon their students. The interventions used in this study could 
be part of a framework for preparing culturally sensitive and responsive teachers. 
Coupled with “culture shock," prospective teachers exhibit elements of 
“dysconscious racism” a term defined as an “uncritical habit of mind (including 
perceptions, attitudes, assumptions, and beliefs) that justifies inequity and exploitation by 
accepting the existing order of things as given” (King, 1991, p. 135). In general, the 
literature continues to suggest that it is still common for prospective teachers from the 
dominant culture not to have had regular, sustained experiences with members from other 
cultures. Without such contact, it is difficult if not impossible for those from the 
dominant culture to value other cultures, and to be aware of the privileges they have as 
members of the dominant culture. 
In addition to the problems of “culture shock” and “dysconscious racism,” many 
students who fit the profile for future teachers are oblivious to issues and events related to 
civil rights and the histories, literatures and realities of peoples of color. In general, they 
suffer from 'friulticultural illiteracy,” a term defined by Ladson-Billings (1990) as the 
inability to be conversant with basic ideas, issues, personalities and events that reflect 
perspectives and experiences of people other than the White, middle class males who are 
still the “heroes” of their school textbooks. 
Most prospective teachers are racially, culturally and economically different from 
most of the students they will teach. They are a product of a society that upholds the 
“norm,” and will more than likely experience “culture shock,” and exhibit dysconscious 
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racist attitudes, in addition to being multiculturally illiterate. It is quite a challenge for 
teacher education programs to prepare these prospective teachers, considering higher 
education’s unsuccessful track record of preparing their students to teach diverse 
populations. 
It is indeed a tragic commentary that teacher education programs have historically 
failed effectively to prepare teacher candidates to work in culturally diverse classrooms 
(Phuntsog, 1995). Given that the majority of teacher educators are White, have had 
limited prior interactions with diverse populations, and that many have attended 
monocultural teacher preparation institutions, they are often in the same predicament as 
the students they teach. Like their students, therefore, teacher educators might exhibit 
elements of “dysconscious racism,” “culture shock” and “multicultural illiteracy.” 
Almost three decades ago, a report written by a task force of the National Institute 
for Advanced Study in Teaching Disadvantaged Youth revealed inadequacies in the 
preparation of prospective teachers for effective teaching of a diverse population (Smith, 
1969). Specifically, three concerns were addressed in the preparation of teachers to teach 
students from the lower end of the socioeconomic scale: 1) teachers were unacquainted 
with students’ backgrounds and the localities in which they resided, 2) teacher 
preparation programs have minimally provided preteachers with opportunities to become 
sensitized to their own biases and values, and 3) teachers received inadequate preparation 
in the skills needed to be effective classroom teachers. This report called for 
transformation of teacher education programs to include effective ways to address 
diversity and equity. The authors summarized that: 
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Racial, class, and ethnic bias can be found in every aspect of current 
teacher preparation programs. The selection process militates against the 
poor and minorities. The program content reflects current prejudices; the 
methods of instruction coincide with learning styles of the dominant 
group. Subtle inequalities are reinforced in institutions of higher learning. 
Unless there is scrupulous self-appraisal, and every aspect of teacher 
retraining is carefully reviewed, the changes initiated in teacher 
preparation as a result of the current crises will be, like so many changes 
which have gone before, merely differences which make no difference 
(Smith, 1969, p. 2-3). 
Reform of Teacher Education with a Multicultural Focus 
Whether or not teacher educators have taken these disturbing findings seriously in 
the last three decades is highly questionable. Recent graduates of teacher preparation 
programs report feeling inadequately prepared to work with diverse populations 
(Gollnick, 1992). In an effort to address this deficiency in the late 1970s, the National 
Council for Accreditation for Teacher Education (NCATE) instituted multicultural 
mandates with which institutions applying for certification must comply. NCATE, a 
distinguished independent accrediting bureau which reviews, monitors and accredits 
educational programs at institutions of higher learning in the United States, acted in 
response to the ineffectiveness of teacher preparation programs to prepare competent 
preservice teachers with skills for teaching a diverse population. 
In 1979, with the guidance of the Commission on Multicultural Education and the 
assistance of the American Association of Colleges for Teacher Education (AACTE), the 
National Educational Association (NEA), the Council of Chief State School Officers, the 
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National Association of State Directors of Teacher Education and Certification 
(NASDTEC), and the National School Boards Association (NSBA), NCATE’S 
Committee on Standards revised its standards to include multicultural mandates 
(Gollnick, 1978). In 1990, NCATE integrated them into four standards: professional 
studies, field-based and clinical practices, admission into professional education and 
faculty qualifications and assignments. It is therefore especially disturbing that, although 
the mandates were established in the 1970s and revised in 1990, a review of the literature 
of teacher education programs reveals that they still appear to have had a limited effect 
upon preservice students’ perceptions of the “other” (Gollnick, 1992). 
When the standards were formulated, they articulated specific beliefs and 
values. The assumptions, preamble and one standard have been cited here in their entirety 
so that a precise understanding of the commitment underlying the standards regarding 
multicultural education is clearly understood. The following assumptions were made by 
the authors of the standard: 
1. Education as it applies to formal learning experiences provided in 
schools does not adequately prepare individuals to function effectively 
in a culturally diverse society. 
2. Society in the United States is pluralistic in character, and this pluralism 
will become increasingly important in the development of a nation. 
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3. Educators and educational institutions play an important role in shaping 
social behavior and may assume a principal responsibility for leadership in 
the development of a multicultural society. 
4. The monitoring and assessment of the educational enterprise is not 
complete unless educators and educational institutions are evaluated with 
respect to providing educational experiences consistent with the concept of 
multicultural education (NCATE 1977, p. 13). 
The preamble that furnishes the justification for the standard and defines multicultural 
education is as follows: 
2.1.1 Multicultural Education 
Multicultural education is preparation for social, political, and economic 
realities that individuals experience in culturally diverse and complex 
human encounters. These realities have both national and international 
dimensions. This preparation provides a process by which an individual 
develops competencies for cultural settings. Thus, multicultural education 
is viewed as an intervention and an on-going assessment process to help 
institutions and individuals become more responsive to the human 
condition, individual cultural integrity, and cultural pluralism in society. 
Provision should be made for instruction in multicultural education in 
teacher education programs. Multicultural education should receive 
attention in courses, seminars, directed reading, laboratory and clinical 
experiences, practicum and other types of field experiences. 
Multicultural education could include but not be limited to experiences 
which: (1) Promote analytical and evaluative abilities to confront issues 
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such as participatory democracy, racism, and sexism, and the parity of 
power; (2) Develop skills for values clarification including the study of the 
manifest and latent transmission of values: (3) Examine the dynamics of 
diverse cultures and implications for developing teaching strategies; and 
(4) Examine linguistic variations and diverse learning styles as a basis for 
the development of appropriate teaching strategies (NCATE, p. 4). 
The standard reads: 
The institution gives evidence of planning for multicultural education in 
its teacher education curricula including both the general and professional 
studies components (p. 4). 
In spite of NCATE mandates, teacher preparation programs continue to operate 
programs which graduate students who are ill-prepared to teach a diverse student body 
and/or to teach from a multicultural perspective (Gollnick, 1992). While many 
institutions are involved in the rhetoric of multicultural education, a review of their 
programs shows little if any evidence of implementation: 
Although most institutions included references to multicultural education 
in the unit's objectives or mission statement, NCATE evaluators were 
often unable to detect where they were implemented in the curriculum 
(Gollnick 1992, p.236). 
Many teacher education programs appear to embrace the rhetoric of multicultural 
education, but fall short of infusing the philosophy into their program. For example, of 
the initial 59 teacher education programs seeking NCATE certification under the 1987 
standards, only eight were in full compliance (Gollnick 1992). 
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As a result of the requirement put forth for continuous review of the Professional 
Accreditation Standards (Article IX), the Standards Committee of the Unit Accreditation 
Board of NCATE reviewed the 1987 standards and proposed some revisions. Among the 
revisions, as articulated in the "Memorandum on the Draft Refinements" by NCATE 
President Arthur (as cited in Melnick & Zeichner, 1995), was the synthesis of "the place 
of conscience or moral dimensions of teaching" (p. 2) into some of the standards and 
indicators and the "infusion of attention to multicultural and diversity issues across all 
standards" (p. 3). Distinct reference is made to the content of the curriculum, the quality 
of instruction, partnerships with the professional community, the composition of the 
faculty and prospective teachers, faculty qualifications, and administration and 
accountability of the teacher preparation program (Melnick & Zeichner, 1995). Until 
subsequent reviews of teacher education programs are done, it remains to be seen 
whether or not institutions of higher education are complying with the clarified, more 
precise multicultural mandates. 
Interventions 
In spite of NCATE’s mandates, however, not all educators agree that teacher 
education programs by themselves can have a significant impact upon the students. 
Haberman (1993) asserts that traditionally young preteachers, especially those who have 
had little experience with people dissimilar to themselves, may not be developmentally 
equipped to understand or conduct cross-cultural teaching. 
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Nevertheless, some teacher education institutions have employed various 
strategies to address the mandates. The range of these in addition to strategies used to 
incorporate multicultural education into the teacher preparation program prior to the 
mandates will be discussed. Sleeter and Grant (1994) remind us that the pedagogical 
elements of multicultural education come from a variety of philosophies: eg, feminist 
pedagogy, interactive, experiential learning initiatives, and liberatory education. These 
could, at least in part, account for the potpourri of approaches to the incorporation of the 
philosophy. Because multicultural education is a process (Banks, 1995; Sleeter &Grant, 
1994; and Nieto, 1992), incorporating it into the teacher preparation programs is also a 
process. The extent to which these programs are involved in this transformation and how 
they incorporate multicultural education will vary. 
A review of the relevant literature reveals that institutions use or have used some 
or a combination of the following approaches to help their students gain an understanding 
of the philosophy of multicultural education, and to develop the skills and disposition to 
be “multicultural educators.” These approaches seem to fall into predictable stages. First, 
there are general philosophical orientations to multicultural education, as defined by 
Sleeter and Grant (1994), including "Teaching the Exceptional and Culturally Different," 
“Human Relations,” “Single Group Studies,” “Multicultural Education,” “Education that is 
Multicultural and Social Reconstructionist.” Second, we have what Banks (1995) has 
labeled "Contributions," "Additive," "Transformation," and "Social Action" approaches. 
The approaches and the descriptions for each are summarized in the following 
paragraphs. 
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Exceptional and Culturally Different Teaching Approach 
This approach seems to have been the primary focus in the 1960s. As a result of 
desegregation, students of color attended schools that had been previously populated by 
students from the dominant race. The dissimilarities between the races were perceived by 
teachers of the dominant culture as problematic. Specifically, students of color were 
thought to be "culturally deprived," and mainstream students were perceived as "normal." 
Hence, the teachers’ intentions were to help the students of color adapt to the existing 
norms of mainstream society. Mutual respect for each group’s norms was not affirmed. 
Within this paradigm, as it originated and as it is presently used, the only perspective 
deemed valid is that of the dominant culture. No attempt is made to explore, let alone 
affirm diversity. 
Human Relations Approach 
This technique is aimed at the affective domain, and is designed for use with all 
learners. Its genesis was also in the 1960s. It came about as a response to educators’ 
efforts to help students open lines of communication with students whose background 
they did not share or understand. This approach emphasizes the development of a positive 
self-esteem and harmonious relationships between and across genders, races and cultures 
within the existing social structure. It seeks to expel stereotypes and bring about a sense 
of cohesiveness. Evidence for this approach can be seen in schools that celebrate 
activities such as cultural awareness week, acknowledge heroes and heroines from a 
variety of groups, arrange festivals, and use cooperative learning. Although this approach 
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has its benefits, a considerable drawback is the neglect on the part of the school to delve 
into the unpleasantness of oppression and the inequity between races, for fear of upsetting 
supposedly harmonious relationships. As a result, students can be left with distorted 
perceptions. 
Single Studies Approach 
This approach was also initiated in the 1960s, and is targeted toward all students. 
This approach is generally used when a specific group’s culture, traditions, and 
contributions are studied in depth. In contrast to the previous strategies, this approach is 
designed to raise questions about the existing social order, explore events and issues from 
the perspectives of the specific group, and bring attention to how the group has been 
treated inequitably by the dominant culture. Avenues to changing the existing social 
structure for the betterment of marginalized groups are explored and put into motion. 
Women’s Studies and Chicano and Black Studies programs are examples of this 
approach. 
Multicultural Education Approach 
This strategy was also designed for all students, and was initiated in the early 
1970s in an effort to restructure the educational system to promote equity and cultural 
pluralism. It is characterized by an in-depth critical view of society and its inequalities, 
with particular attention paid to gender, race and class. Contributions to society made by 
members of various cultures are infused into the curriculum with the same vigor and 
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veneration as those made by the dominant culture. This approach is more advantageous 
than the preceding ones due to the affirmation of diversity and the critique of societal 
structures and inherent inequities. 
Education That is Multicultural and Social Reconstructionist Approach (EMC-SRi 
This technique was also designed for all students. It takes into account the last 
four approaches, with particular attention paid to the last two. However, EMC-SR goes 
one step further: social action is the key factor. It helps students to identify social 
inequalities and to develop strategies to help combat social stratification. The social 
action aspect of this strategy makes it the most effective and comprehensive of the 
previous approaches. 
The range of approaches to multicultural education as described by Sleeter and 
Grant (1994) suggests that teachers are at different stages or levels of readiness to engage 
in multicultural education. Some people may not be able to conceptualize beyond the first 
stages—Sleeter and Grant’s "Culturally Different" and"Human Relations" approaches, 
and, as will be shown, Banks’ "Contributions" approach. Because teachers have the 
power to decide at which level they feel comfortable, and whether they will stretch 
beyond that level, it will be shown that teacher educators have the responsibility to help 
pre-service and in-service teachers move through the stages. 
Banks (1995) outlines four approaches to infuse ethnic content into the K-12 
curriculum. These approaches are also used in some college settings. He conceptualized a 
31 
hierarchical model to illustrate each developmental level:" Contributions," "Additive," 
"Transformation" and "Social Action" approach. A description of each approach follows. 
Contributions Approach 
This strategy is generally used as an initial attempt to incorporate cultural material 
into the curriculum. Examples of this approach are often seen in schools that set aside a 
specified period of time to explore different countries. Typically, children are exposed to 
"exotic" aspects of various places, investigating elements such as climate, cuisine and 
music. Holidays and heroes not considered to be controversial are often mentioned. The 
tone of this approach is festive; it serves as an opportunity to whet the appetite of the 
learner. Unfortunately, this approach neglects to have the students gain a deeper 
understanding of the people, or their perspectives on various events and issues. Matters 
related to oppression are not analyzed. The perpetuation of myths and stereotypes is often 
the outcome of using this approach, because students’misconceptions are usually not 
challenged. 
Additive Approach 
This technique is used to incorporate cultural material into the curriculum. The 
difference between this and the previous approach is that more content is offered. 
Additional books, materials and themes are used, but in essence the information is added 
to the curriculum without truly being acknowledged for its own worth, and without 
displacing the “regular” material. The voices of the people are still silent, and the stories 
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are told from the prospective of the dominant group. Only "safe" heroes- that is, 
individuals from the underrepresented group’s background who have views consistent 
with that of the status quo-are added to the curriculum. The perspective of the dominant 
culture is still viewed as "right." 
Transformation Approach 
This technique is designed to acknowledge and affirm the "other." Stories and 
perspectives are analyzed from the point of view of both the oppressed and the dominant 
culture. Perspectives from various groups are infused into the curriculum so that students 
gain an understanding of how contributions affected the outcomes of events. Learners are 
given opportunities to think critically, understand, and formulate their own ideas about 
topics, based upon gaining new information and an understanding from various 
perspectives. This strategy is favored by multicultural scholars over the preceding 
approaches due to the affirmation of various perspectives. 
Social Action Approach 
This approach is the most favorable because it is a vehicle for empowerment and 
advocates activism. It takes into account all of the other stages, with particular attention 
paid to the "Transformation" approach. After becoming aware of inequities, students are 
asked to think of possible ways to solve or address the problem. Then they put their 
thoughts into action. Students learn that their own actions can make a difference in their 
lives, their schools and their communities. 
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Some institutions have employed strategies other than those previously mentioned 
to help prospective teachers become culturally sensitive and responsive to their students 
and to multicultural content. These methods tend to assist the prospective teachers in 
focusing on their own perceptions and behaviors relative to their thoughts and 
interactions with individuals who are dissimilar from themselves. These strategies include 
1) helping teacher candidates develop high expectations for all learners and 2) helping 
teacher candidates to become culturally literate by gaining an understanding of the 
experiences, contributions and lifestyles of various people in the society. In addition, 
preteachers are provided with the opportunity to become skilled at building relationships 
and utilizing appropriate teaching strategies (Zeichner and Hoeft, 1996). In what follows, 
each strategy will be described briefly. 
Developing High Expectations for All Learners 
The teacher of tomorrow will be a key player responsible for providing a quality 
and equitable education of all students. Based upon perceptions of teachers’ views of 
them, students tend to live up to the self-fulfilling prophecy of their teachers. It is 
therefore critical for teachers to have high expectations for all students and treat them in a 
manner that empowers rather than degrades them. A study conducted by Rosenthal and 
Jacobson (1968) illustrated the theory that teachers’ expectations of their students’ 
achievements had a significant impact on their intellectual development. In this study, 
researchers administered an intelligence test that they claimed measured student’s 
potential for intellectual growth. Armed with a list of students’ names that had been 
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drawn at random, but were identified to the teachers as names of students who were 
“intellectual bloomers,” researchers instructed teachers to watch for evidence of 
intellectual growth. During the school year, many of the “intellectual bloomers” 
demonstrated a significant increase in IQ scores when compared with other students. 
Given the research findings, the influence teachers’ expectations have over students’ 
performance can be powerful in either a positive or a negative respect. 
One method that has been used in building high expectations among preteachers is 
through having teacher candidates read and analyze case studies and reflect upon their 
interpretations, with the assistance of an educator who can help them discern their 
misconceptions about students for whom they would have otherwise had low 
expectations (Cueto, personal communication, 1995). Another method: combined with 
careful, sustained support in examining assumptions, is participation in partnerships 
between a teacher preparation program and a school populated by students whom teacher 
candidates do not initially hold in high esteem. Additionally, prospective teachers are 
taught to investigate how institutions of learning promote inequity in education. At this 
point, research regarding success in changing beliefs and practices of education students 
as a result of these strategies is limited. 
Another method used to help preteachers build high expectations is through the 
use of sociocultural research that expounds on the relationships among language, culture 
and learning (Zeichner & Hoeft, 1996). Teacher preparation programs in the state of 
California demonstrate this strategy through mandates that require teacher preparation 
programs to incorporate in course work research regarding language acquisition, culture 
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and learning in course work. Understanding the relationship among language, culture and 
learning helps the learners to understand intelligence and competence within the context 
of the situation (Cazden & Mehan, 1990). 
Developing a bond with students whereby they are accepted, valued, affirmed and 
academically successful is key to building high expectation in one’s learners. Ladson- 
Billings (1990) asserts that once a personal bond has been created between student and 
teacher, the teacher does not perceive the student as “the other” and is therefore free to 
meet the academic, psychological and social needs of students. The Minority Mentorship 
Project at Texas A&M University is an example of how this strategy is used in teacher 
education programs (Larke, Wiseman, & Bradley, 1990). Twenty-four elementary 
educators mentored African American or Mexican American elementary students for a 
duration of three years while simultaneously taking a course in multicultural education for 
one credit hour per semester. The course consisted of reflection on the mentorship 
relationship, and addressed curriculum, instruction and cultural awareness. Mentoring 
included tutoring and attending social and cultural gatherings in the school setting in the 
student’s home and in the community. This relationship helped teachers to gain a more 
comprehensive understanding of their students and of the strengths they possessed. As a 
result of participating in the program, teachers were able to dispel their feeling of pity 
and/or indifference toward the students. A follow-up study would need to be conducted to 
ascertain if university students’ transformed feeling withstood the test of time. 
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Becoming Culturally Literate 
Spindler & Spindler (1993) coined the term “cultural therapy” to describe a 
process that helps adults see themselves as cultural beings, and to gain an understanding 
of how they fit into a culturally diverse world. Given that pre-teachers and practicing 
educators will more than likely come in contact with diverse populations, this process 
could be very valuable in helping educators become more cognizant of themselves and 
the people around them in relation to how they operate and coexist in a diverse society. 
Spindler & Spindler (1993) explains: 
For teachers, cultural therapy can be used to increase awareness of the 
cultural assumptions they bring to the classroom that affect their behavior 
and their interactions with students, particularly students of color. For 
teachers, cultural therapy is an intervention that can be used as a first step 
to impact behaviors, attitudes, and assumptions that are biased (and often 
discriminatory) and thus detrimental to students whose cultural 
backgrounds are different from their own. Our use of cultural therapy has 
been directed at helping teachers and other adults to understand their own 
cultural positions and to reflect and analyze the reasons why they might 
find the behavior of a culturally different person objectionable, shocking, 
or irritating (p.29). 
Ladson-Billings (1990), while at the University of Santa Clara, had students 
participate in and reflect upon an autobiographical exercise that helped them appreciate 
and value their own cultural heritage. To build upon this growth process, it is suggested 
that students continue to increase their understanding about people who are different from 
themselves, and scrutinize their perceptions of the "other.” Banks (1991) states: 
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Helping students understand their own cultural experience and to develop 
their own more clarified cultural and ethnic identifications is only the first 
step in helping them to better understand and relate to other ethnic and 
racial groups. They also need experiences that will enable them to learn 
about the values and altitudes they hold toward other ethnic and cultural 
groups, to clarify and analyze those values, to reflect upon the 
consequences of their values and attitudes, to consider alternative attitudes 
and values, and to personally confront some of their latent values and 
attitudes toward other races (p. 141). 
When engaging in a reflective endeavor as described by Banks, it would be 
necessary for teacher educators to create an emotionally safe environment where students 
can begin to explore sensitive and sometimes volatile issues and feelings, and move 
toward confronting and ultimately changing inappropriate expectations and behaviors. 
Some students resist reflecting on their attitudes (Ahlquist, 1991; McCormick, 1993). In 
spite of having students work in cohorts with faculty members over a designated amount 
of time, which is seen as an essential element in this reflective process (Grant, Zeichner, 
& Gillette, 1988), many preteachers, having entered teacher preparation programs lacking 
cross-cultural knowledge and understanding, resist learning that forces them to stretch. In 
those cases, a communication barrier between student and teacher that can have a 
negative impact on students’ learning could inadvertently develop. So as not to perpetuate 
multicultural illiteracy, it is incumbent upon the teacher preparation program to provide 
the opportunity for students to become culturally literate. Ellwood (1990) suggests that 
the inclusion of an ethnic study module in a teacher preparation program would help 
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educators become more culturally sensitive toward their students, thereby averting 
culturally insensitive errors. 
Preteachers also need to be taught how to incorporate the lives and experiences of 
students and their families into the context of instruction, taking into account the culture 
of the classroom, the school and the student’s background (Villegas, 1991). Rather than 
make assumptions and generalizations about students’ communities, families, and needs 
that are inevitably incorrect, it is important for educators to be cultural researchers and 
seek to acquire accurate cultural information regarding their students (Pytowska, 1990). 
In order to obtain the cultural knowledge, educators could make home visits, and 
converse with members of the community and parents, in addition to observing students 
in and out of the academic setting, (Villegas, 1993). When curriculum instruction 
includes information about people who are not represented within the community, it 
would be imperative for teachers to obtain accurate information that portrays the group’s 
members from their perspective and not from the stance of the dominant culture. 
Accurate representation about a group helps to dispel myths, stereotypes and 
misconceptions. 
One example of how a teacher preparation program helped preteachers become 
culturally literate is evidenced in Mahan’s (1990) study whereby preteachers were 
required to take a sequence of multicultural courses, and teach and live in a community 
that was culturally different from their own. The findings revealed that prospective 
teachers, having gained a greater understanding of students’ cultures and their needs, then 
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used appropriate instructional strategies and made appropriate adjustments in order to 
provide effective multicultural instruction. 
Summary 
Three areas of literature serve as the theoretical framework for this study: 
multicultural education, relevant research in teacher education and the reform of teacher 
education with a multicultural focus. The term multicultural education has been 
interpreted in a variety of ways by people in as many disciplines. Some scholars in the 
field of multicultural education-Suzuki, 1979; Nieto, 1992; and Banks, 1995-agree 
that certain commonalities are consistent within the comprehensive definitions. They 
concur that multicultural education is education that is antiracist and antidiscriminatory, 
basic education for all students, pervasive, uses critical pedagogy and is education for 
social justice. 
Teacher preparation programs are responsible for preparing preservice and 
inservice teachers with the skills and dispositions to educate a culturally diverse student 
population. In order to provide equity in education the educators must be culturally 
sensitive and responsive to all of their learners. This is quite a challenge since historically 
teacher preparation programs have failed to prepare their students to effectively teach 
students in culturally diverse classrooms (Smith, 1969; Phuntsog, 1995). In response to 
this charge, the National Council for Accreditation for Teacher Education set forth 
multicultural mandates for institutions seeking NCATE certification. Some institutions 
preached the rhetoric of multicultural education and were found to be out of compliance, 
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while others sought to comply with the mandates by using a variety of strategies 
including one or a combination of approaches. 
Although a variety of strategies have been employed to enhance preteachers’ 
preparation to teach a diverse population and to provide equity in education, there is no 
empirical evidence to substantiate that the methods have had a lasting impact on the 
teachers (Melnick & Zeichner, 1995). Therefore, it would be imperative to conduct and 
examine longitudinal studies to determine the effectiveness of the variety of strategies 
being used. In an effort to add to the body of knowledge that examines the longevity of 
how personal, professional and academic experiences influenced teachers’ perceptions to 
embrace diversity, I conducted a study with teachers who graduated from one teacher 
preparation program in the northeast region of the United States. The following chapter 
details the methodology used to conduct the study. 
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C H A P T E R III 
METHODOLOGY 
\ 
This chapter, which provides details for the design of the study, will consist of 
five sections: 1) overall approach to the study, 2) participant selection, 3) setting, 4) 
instrumentation and 5) data analysis. The sections on participants and setting will 
describe the characteristics of the participants and how they were identified. Detailed 
descriptions of the participants and the settings will be provided. Instrumentation 
describes methodology for four sources of data: two questionnaires, three in-depth 
phenomenological interviews with one participant and three classroom observations. The 
pilot study that served as a basis for this study is detailed in chapter four. 
Overall Approach to the Study 
A review of the literature in teacher education reveals that working conditions, the 
influence of other people, gender, and the humanitarian aspect of teaching all play 
significant roles in why individuals select teaching as a career (Green & Weaver, 1992; 
Gordon, 1993). Within that research, there is only a limited amount of information 
regarding the types of experiences that influence teachers to teach from a multicultural 
perspective. As a teacher educator who is aware that multicultural education is perhaps 
the most viable means to provide equity in education, and who is cognizant of the 
importance and the urgency to help develop effective teacher candidates, I am committed 
to helping preteachers develop into multicultural teachers. One of my colleagues, 
Elizabeth Aaronsohn, has been involved in a research agenda that is complementary to 
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mine. Since we sought to obtain information pertaining to this topic from the same 
teacher population, we designed and distributed two questionnaires. By mailing 
questionnaires that provided data for both research agendas, we avoided contacting the 
same group of people twice to request that they provide answers on two sets of similar 
questions. The initial questionnaire served as a "trail balloon" to ascertain if teachers 
would be willing to do two things: 1) participate in the study, and 2) share if or how their 
teacher preparation program provided the foundation for them to teach from a 
multicultural perspective. My colleague and I each extracted those data that were unique 
to our individual studies; thus this research is solely mine. The particular direction of this 
present research extended the knowledge gained from the data. 
The purpose of this study was to 1) investigate teachers’perceptions of their own 
ability to embrace diversity, and 2) to explore how their personal, professional and 
academic preparation influenced their perceptions. Three research questions guided this 
study: 
• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
• How do practicing teachers perceive that their teacher preparation program has 
prepared them to teach from a multicultural perspective? 
• What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate a diverse population? 
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Qualitative and quantitative methods of inquiry were used to conduct this study. I 
will identify each method and give the rationale for the method: 
• A pilot study, consisting of three in-depth phenomenological interviews each with 
two participants, served as a basis for this study. 
• An additional set of three in-depth phenomenological interviews, with one 
neophyte teacher, was used to triangulate the findings of the pilot study. 
• Three classroom observations in the neophyte teacher’s classroom provided the 
researcher with a vehicle to witness what actually transpired in the participant’s 
classroom. 
• One qualitative questionnaire was mailed to 700 individuals who had graduated 
from the teacher education program at one institution. The results of the survey 
were used to determine if there was a need to investigate the research questions. 
• One quantitative questionnaire was mailed to the same 700 individuals. The 
questionnaire examined participants’ perception of how practicing teachers were 
prepared to teach from a multicultural perspective. 
Pseudonyms have been used to protect the identity of each of the educational 
institutions. Hereafter, I use the pseudonym Webster University to refer to the teacher 
preparation program where this study was conducted. The elementary school where I 
observed one of the participants shall be referred to as Jefferson Elementary School. 
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Participant Selection 
For the purpose of identifying prospective participants to complete the 
questionnaires in this study, a request was sent to Webster University’s Alumni Office to 
provide labels with the name and address of each graduate from the undergraduate and 
graduate elementary and secondary teacher certification programs, from the fall of 1992 
to the spring of 1995. Prospective participants received a letter that described the purpose 
of the study, and invited them to respond if they were teaching or substituting full time. 
Enclosed in the envelope was a stamped return envelope. Individuals who chose to reply 
became the participants of the study. Fifty of the questionnaires were deemed 
“undeliverable” by the United States Post Office, and were returned. In total, eighty four 
replies were complete enough to analyze. 
The single interviewee of the major study, who shall be called Anthony Morelli, 
graduated from Webster’s teacher preparation program. At the time of the data gathering, 
he was a relatively new fifth grade teacher employed in a school with an increasing 
diverse population. Anthony, a White male in his twenties of Italian ancestry was 
initially a student in the introductory education course I taught. This prior relationship, 
extended by intermittent interactions over the years, provided me with insight concerning 
his developing philosophy of education. Knowing his passion for equity in education, I 
asked him if he would participate in the study. His interview served to triangulate with 
findings of the pilot study. The data were analyzed for themes that were consistent with 
the findings. 
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Setting 
Webster University is a public institution located on the edge of a metropolitan 
area in the northeast region of the United States. It awards four-year undergraduate 
degrees in 54 programs of study. Graduate degrees are awarded for: Masters of Arts, 
Master of Science, Masters of Business Administration, and Sixth-Year Certificate. 
There are 376 full-time faculty members 73% of whom hold doctoral degrees. 
The student population consists of approximately 6,700 full-time and 6,000 part-time 
students. Over 90% of the students come from the state and within a 75 mile radius of the 
institution. Students also hail from Europe, Asia and other countries around the world. 
Approximately 2,800 students live on campus; the remainders are commuters. 
The statement of mission for both the university and the department of Teacher 
Education addresses students’ preparation to function in a global society and to have at 
least an adequate understanding of multicultural factors that influence and affect 
education in the United States. To that end, students are required to demonstrate 
proficiency in a foreign language and to complete a minimum of six credits in 
international perspectives. 
Jefferson Elementary School is a K-6 school located in a residential section of an 
inner city in the eastern section of a northeastern state. The school’s student enrollment 
consists of approximately 600 students, of whom the vast majority is bused in from 
surrounding communities due to redistricting. The percentage profile for students reveals 
that 4.6 % are Asian American, 31.8% are African American, 19.7% are Latino and 
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43.9% are European American. Just under half the student population (45.7%) receive 
free or reduced-priced meals. 
The school offers English as a Second Language. However, students in need of a 
full bilingual education program are bused to a different location in the morning, and 
return in the afternoon. The administration is actively seeking avenues to provide 
bilingual education within the school. Services are provided for students identified as in 
need of special education or gifted and talented programming. The professional staff 
consists of 33 European American females, one African American female and six 
European American males. 
Instrumentation 
This study included two questionnaires, three in-depth phenomenological 
interviews and three classroom observations. A detailed description of each follows. 
Questionnaires 
The first questionnaire served as a “trial balloon,” as it was designed to examine if 
there was indeed a need to research the questions that had been designed. Participants 
were asked to respond to a series of questions that provided information regarding their 
demographic profile, multicultural preparation, reflections on thinking about multicultural 
education, and reflection upon their teaching. After each written question, a space was 
provided for the writer’s response. This particular format was selected so that participants 
could write their answers without being bound by categorized responses. Initially the 
questions were designed based on the researchers’ professional experiences as educators. 
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For the validation process, three Webster University professors who are experts in the 
field of education critiqued them for clarity, content and accuracy. Professors read the 
instrument and provided feedback on their interpretation of the questions. They also 
examined the instrument for the relevance of the questions as they relate to the purpose of 
the study. Concerns and/or inconsistencies that professors expressed regarding 
interpretations or clarity of questions were analyzed and discussed. Questions deemed 
unclear were removed from the survey prior to distribution. 
Having received responses from the participants that indicated their desire to 
participate in the study, a Likert scale was designed that revealed participants’ attitudes 
toward academic preparation to teach from a multicultural perspective. “An attitude scale 
is a special type of questionnaire designed to produce scores indicating the overall degree 
of favorability of a person’s attitude on a topic...most attitude scales used today are Likert 
scales” (Somer & Somer, 1991). Questions asked on the Likert scale were based upon 
questions in the initial survey. The validation process involved asking those three 
professors to test the questions for clarity, content and accuracy. In addition, the 
responses from practicing teachers to our initial questionnaire were analyzed to discern if 
those questions had been clearly stated. Questions were reconstructed or eliminated as 
agreed to by the team of professors who are experts in the field, my colleague and myself. 
This process resulted in the design of the second survey instrument. Data helped the 
researcher to understand if or how the participants’ perception of their academic 
preparation had affected their disposition to work with diverse populations. 
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In-depth Phenomenological Interviews 
The purpose of the in-depth phenomenological interviews with Anthony Morelli 
was two fold: 1) to gather data in his own words regarding his perception of multicultural 
education and his preparation to teach a diverse student population and, 2) to use the data 
to triangulate with the findings in the pilot study. I chose to conduct in-depth 
phenomenological interviewing because it allows the participant to "reconstruct his or her 
experience within the topic under study” (Seidman, 1991, p. 9) and it places the meaning 
of the experience within a context. In-depth phenomenological interviews allow the 
interviewee to give a detailed account of the topic they are discussing. According to 
(Seidman, 1991): 
The first interview establishes the context of the participants’ experience. 
The second allows participants to reconstruct the detail of their experience 
within the context in which it occurs. The third encourages the participants 
to reflect on the meaning their experience holds for them (p. 10). 
I conducted three in-depth interviews with one subject for a duration of one and a 
half hours each in two-week intervals. For the first interview, the participant was asked to 
reconstruct his early experiences with friends, family, and schools, to describe how and 
with whom he was socialized. In the second interview, he shared how his experiences had 
an impact on his past and present life. The third interview revealed what it means to 
Anthony to teach a diverse student body. The results were triangulated with the 
interviews that were conducted for the pilot study. Each interview was taped and 
transcribed by an executive secretary whom I deem to be trustworthy. 
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Classroom Observations 
The observations in Anthony Morelli’s classroom had a twofold purpose: 1) to 
witness what transpires in the classroom during, the course of a typical day, and 2) to gain 
a clearer understanding of how the participant’s educational philosophy is incorporated 
into the classroom setting. In order to gain insight and a better understanding of 
Anthony’s teaching philosophy and how it is operationalized in the classroom 
environment, I observed him three different times in his classroom setting. Specifically, I 
observed the general classroom environment, interactions between the teacher and 
students, interactions between students and students, the teacher’s general behavior, 
classroom management style and subject matter content. A conference with the 
participant and myself followed each observation for the purpose of discussion and 
clarification of events. During each observation, I wrote field notes that I later analyzed 
for multicultural perspectives used in the classroom setting. 
Data Analysis 
The four-part data collection process consisted of four components: 1) a pilot 
study of three in-depth phenomenological interviews each with two participants that 
served as a basis for the current study, 2) one additional in-depth study of a fledgling 
teacher using three classroom observations and three in-depth phenomenological 
interviews, 3) a qualitative questionnaire used with practicing teachers who had recently 
graduated from a teacher preparation program designed to determine if there was a need 
for investigation into the research questions, and 4) a quantitative questionnaire used 
50 
with beginning teachers that examined how they were prepared to teach a diverse 
student body. The aim of each strategy was to learn: 
• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers to embrace diversity? 
• How do practicing teachers perceive that the teacher preparation program 
prepared them to teach from a multicultural perspective? 
• What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate diverse populations? 
Findings in the pilot study were triangulated with data from the subsequent 
research project. I compared and contrasted participants’ experiences and looked for 
patterns. In addition, I color coded the responses from the first questionnaire and looked 
for themes and patterns. Responses to the Likert scale were scanned by a computer. Data 
were transferred to graphs and analyzed according to the various categories as outlined in 
the questionnaire. Data from both questionnaires were triangulated. The findings have 
implications for teacher preparation programs. 
Summary 
This chapter provided the details for the design of the study; it consisted of five 
sections: 1) overall approach, 2) participant selection, 3) setting, 4) instrumentation, and 
5) data analysis. The purpose of this study was to investigate teachers’ perceptions of their 
ability to embrace diversity and explore how their personal and professional preparation 
influenced their perceptions. Three questions guided this study: 
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• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
• How do practicing teachers perceive that their teacher preparation program 
prepared them to teach from a multicultural perspective? 
• What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate a diverse population? 
The findings of this study have implications for teacher preparation programs. The 
following chapter details the pilot study, three classroom observations, one qualitative 
and one quantitative questionnaire. 
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CHAPTER IV 
DATA PRESENTATION AND ANALYSIS 
As stated in Chapter I, the presentation of the data includes: 1) a pilot study of 
three in-depth phenomenological interviews each with two participants that served as a 
basis for this study, 2) one additional study of a fledgling teacher using three classroom 
observations and three in-depth phenomenological interviews, 3) a qualitative 
questionnaire used with practicing teachers who had recently graduated from a teacher 
preparation program, and 4) a quantitative questionnaire used with the same population. I 
will present the data and analysis for each instrument. 
In an effort to examine how to assist practicing and prospective teachers to 
develop into multicultural teachers, I conducted a literature review on teacher 
socialization. Although the existing literature allows us to take a glimpse at various 
influences, some avenues have been left unexplored. To date, there is a gap in the 
literature that examines the influences that inspire teachers to teach from a multicultural 
perspective. In an effort to explore this area, I conducted a pilot study to determine some 
of the intrinsic and extrinsic factors that influence teachers to teach from a multicultural 
perspective. This paper will reveal my findings. 
Pilot Study 
For this study, I conducted three in-depth phenomenological interviews each with 
two subjects, Alma Rivera and Rachel Aaron respectively. I used pseudonyms to protect 
the identity of each person. Alma, a fledgling bilingual kindergarten teacher, was bom 
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into a working class family in New England to Puerto Rican parents approximately 
twenty five years ago. Rachel, a veteran teacher, was bom into a lower middle class 
family in the Midwest approximately sixty years ago. I selected these participants because 
they have different backgrounds and experiences, and yet both teach from a multicultural 
perspective. I wanted to examine what influenced them to teach the way that they do. 
Each interview was conducted for a duration for one and a half hours in two week 
intervals. Participants provided information pertaining to their personal histories, career 
responsibilities and what their job means to them. Both teachers were associated with 
Webster University, a metropolitan university in the northeast section of the United 
States. 
Alma’s Story 
When Alma’s life story is compared to the existing literature on who aspires to 
teach, to some extent it is no surprise that she chose teaching as a career. Her experiences 
parallel the findings in the literature. Her gender, humanitarian interests, early 
experiences with teachers, and strong family background are in concert with people who 
choose teaching as a career (Green, & Weaver 1992; Gordon, 1993). 
Alma is the first in her family to graduate from a university. She feels she was 
destined to become an educator. As a child she remembered coming home from 
elementary school and sharing her academic lessons with her mother, who had only 
completed second grade, thus teaching her English. As a second grader, Alma helped her 
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first grade cousin learn how to read. Because she spent so much time around teachers 
while she was in school, and because the setting was familiar to her, she was unaware that 
there were other professions that she could explore. Alma’s story suggest her strong 
cultural identification: 
I was bom here and Spanish was our first language and that is very similar 
to what my children [students] are doing. We spoke Spanish at home and 
I learned English in school and that was the same for my brothers and 
sisters. I am able to provide my students with a role model and somebody 
who is sympathetic and empathetic toward their situation and toward the 
fact that they are in a place where they are not the dominant people... I am 
able to understand my students because I have been there and because Fve 
seen people there also. I can appreciate the fact that there are many 
cultures and many languages. I value every culture and every language. I 
feel, however, in order to make it in this country, you need to master 
English, so I think that my ultimate goal as a bilingual teacher is to teach 
my children English but only if they are ready. If they are not ready, I can 
totally appreciate that and I am grateful for the fact that they still will be 
provided with an education in whatever their language is. In other words, 
learning is the most important thing; it is first and foremost. 
The literature identifies why prospective teachers desire to teach. Some studies 
have investigated the influences of teachers across color lines (Green & Weaver, 1992). 
Gordon’s study (1993) specifically sought answers from people of color. Alma’s 
responses represent elements that were evident in both studies. Research that analyzed 
the aspirations of why people of color aspire to become teachers include the desire to 
follow the “Harriet Tubman model” (Gordon, 1993). It involves being able to identify 
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with one’s community triumphs and struggles and to help others obtain their “freedom.” It 
also involves helping the community to become empowered and to rise above obstacles 
that would keep them oppressed. In essence, the teacher acts from within the group to try 
to bring about effective change over a period of time. 
Alma’s volunteer experience was based in a community setting, and helped 
prepare her to meet the demands of the profession. She recalled: 
I worked at Thompson home, that is a group home in Ashbum which is a 
home for children between the ages of six and thirteen whose parents have 
lost parental rights through sexual abuse, drug abuse, or neglect. I worked 
there as a child care worker and I think that was a wonderful experience in 
my preparation for becoming a teacher because I learned to manage 
children’s behavior. I learned how to assume responsibility for a 
population of children. When you want to teach, it is important to get 
involved in some type of program... I would say to work more on a social 
rather than an academic aspect. Volunteer in a program so you can get to 
know them and do projects with them...really get involved with the kids. It 
was probably the most helpful thing in my preparation for becoming a 
teacher. 
Alma’s experience was echoed in the stories of Gordon’s study (1993). The 
participants found that community involvement was essential to the development of 
“good” teachers. By being involved in various youth programs, they were able to work 
with and observe children away from a formal academic environment. In a sense, they 
had the opportunity to see the total child. 
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Alma desired to become a teacher and knew that she wanted to work with a 
diverse population, but she felt that the teacher preparation program provided minimal 
preparation in this regard. Alma’s concern is not new to higher education. Historically, 
teacher preparation programs have been deficient in the effective preparation of 
preteachers to educate students in culturally diverse classrooms (Phuntsog, 1995). Alma 
reflected: 
I was led to believe that all students would be pretty much the same and 
that 80% of the students would understand everything that was taught. 
Obviously this would not be the case....Academically in terms of preparing 
lessons and units, I was prepared to do that and I am comfortable doing 
that. I was also taught different ways of how to talk to children... 
Understanding children and how different they are as a group is very 
important...Professors should tell us that there could be a tremendous 
difference within your classroom. I think that as the grades go higher, the 
gap increases as well. Teach us how to deal with that or what we can do to 
compensate ... I also think it would be more fair for student teachers if 
they had two [field] placements; make one in a suburban environment mandatory 
and one in an inner city. It would prepare us better. 
Fortunately, Alma was enrolled in an education course that was led by a professor 
who taught from a multicultural perspective and who was able to make a considerable 
impact upon her thinking. The professor helped the teacher candidates to critique their 
perceptions of people who live in the inner city. 
If it had not been for Professor Aaron, I would not have had any 
[professional] preparation [for working with diverse students], or minimal 
preparation at best. The way she feels about oppression and the way she 
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tries to allow people [prospective teachers] to see other people’s 
perspective [individuals who do not share the same race, culture or 
socioeconomic background as the teacher candidates], she was able to 
enlighten a lot of people. She took us to the inner city. I think that the 
thing that was most beneficial was that whenever somebody said 
something that might have been biased or untrue, she confronted them 
right in class. If they said something like “I lock my doors when I drive 
through the inner city,” she would question them about what motivated 
them to do that. That was very helpful in terms of making people think.... 
It was through her love for the inner city that we were able to learn a lot. 
She did more than teach us about the inner city, it was oppression in 
general. She talked about Native Americans or whatever group of people, 
just to help us see how unfair the dominant culture could be to other 
people. She had us jot down notes about things that were unusual to us. 
She would ask us “Why do you think the buildings are destroyed? Why do 
you think that there are no banks in this community?'' It was eye opening 
for me and it was nice to see that somebody cared enough to take the time. 
Personally I knew a lot of things in class. I learned not to be afraid to say 
what was true. That was good for me because it gave me the courage to 
say “This is wrong.” The course was good for people who had knowledge 
about the inner city because it could give them courage. It is also good for 
people that have no knowledge because it gives you knowledge. Some of 
my classmates did not want to be confronted and told the truth; other 
people accepted it and they grew; they learned another perspective. 
Teaching people from another perspective is critical in preparation. 
Alma graduated from Webster University in 1993 and secured a position as a 
bilingual kindergarten teacher in an elementary school that serves a large Spanish 
speaking population. She is delighted to be working in a community that she can identify 
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with, and she feels that she can make a difference. Her main concerns revolve around her 
students’ emotional and academic needs and whether or not “the system” is treating them 
in an equitable fashion. She vows to be an effective teacher and she is willing to swim 
upstream in order to ensure that her students receive an equal and equitable education. 
Rachel’s Story 
Because it does not parallel the findings on the literature about who aspires to 
teach in as succinct a fashion as Alma’s story, Rachel’s account represents an area where 
more research needs to be conducted. Her experiences with cognitive dissonance made a 
profound impact on her personally and in her role as a teacher. Rachel is a White Jewish 
female who is presently engaged in what she terms her “second thirty-year [teaching] 
career,” as an Associate Professor at Webster University in the department of Teacher 
Education. She was educated on a scholarship at a prestigious Ivy League school, and 
admits that for many years she had an inaccurate perception of herself and the world 
around her. Rachel was from a lower middle income family, and grew up in a racially 
segregated town in a midwestem state where there was token integration at the school she 
attended. She describes her mother as a “humble person who was an example of real 
equity and not just rhetoric; a person who never felt better than other people.” Her father, 
a rabbi, “preached the rhetoric of equality.” However, in terms of his attitudes about 
people of color, he did not live by what he preached: 
He used to teach justice, justice ‘shalt thou do’ and I took him seriously. 
He did not like it when I went South and went to jail and lived with Black 
people. He thought that was terrible and that I was ruining his reputation... 
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My mother was a strong thread for me. I learned the rhetoric of equality 
from my father. It was in my heart. 
Perhaps the conflicting messages of her father’s preaching the rhetoric of 
equality though not living consistently by the word, and her mother’s quiet example of 
living a life of equity and caring caused Rachel some confusion about some of her 
personal beliefs. Somewhere in her heart, she had an idea of what she wanted to do. 
However, Rachel would need to encounter experiences that would shake her knowledge 
of the world as she knew it and engage in soul searching in order to discover the role she 
would take in life. After three years of teaching English at a suburban high school, 
Rachel signed up to join the Peace Corps but was rejected because of her political stance 
on the war in Vietnam. After this rejection, she joined CORE (Congress on Racial 
Equality) and went South to teach in the Freedom Schools developed by civil rights 
workers in the early 1960s as a challenge to the segregated schools long established by 
Jim Crow laws. Rachel wanted to make a difference in the lives of others. Her choices 
support this desire; her mother’s influence on living a life of equity figured in her 
decisions. 
It was in the South where she came up against cognitive dissonance, a term that 
refers what happens when two distinct beliefs are psychologically inconsistent, thus 
causing a person to rethink and reorganize their ideology (Watts, 1994). Confronting her 
own behaviors, she later understood: 
I was still very arrogant. I knew everything but I was beginning to learn 
that I knew nothing. My upper class education at the Ivy League school 
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had reinforced all of my feelings of White superiority and academic 
superiority. My language was inappropriate for dealing with people whose 
lives were right out there in front. I had assumed that I was smarter than 
most, so it took going South to realize that it was not a matter of how 
smart you are or how much money you had but the wisdom you had, 
which in my case was none. It was the compassion you had, what opinions 
you had in your life and how you dealt with those and what skills you had 
and whether or not you were connected to the community. I found out how 
individualistic I was and had been all of my life. How careless of people I 
was. 
Rachel wanted to help people; however, her attitude of superiority was 
inappropriate and offensive toward the people she was trying to help. As an educated 
White person, she assumed her role was to lead people to the “light.” Ironically, Rachel 
was led to the light herself when she met with cognitive dissonance. She did not start out 
with a sense of who the people in the community were or what their own perceptions of 
their struggles and triumphs were. Over the two years she was there, she developed an 
understanding of who the people were in all their various dimensions. 
After Rachel returned from the South, she was employed as a substitute teacher in 
the predominately Black and Latino public schools in New York City. On the day that 
Martin Luther King, Jr. was murdered, she tried to engage her high school students in 
dialogue, in an effort to quell some of the heightening racial tension at the school. When 
she urged the principal to close the school in honor of Dr. King, the principal refused, 
then accused her of inciting the riot that subsequently occurred in the building, and then 
fired Rachel. 
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Rachel began teaching first graders in one of the experimental community- 
controlled districts in New York City. Deeply disappointed when the experiment was 
crushed by the combination of power structures in the city, stayed for another two years, 
but then left, disillusioned with the inconsistencies between ideals and reality in society. 
She states, “The contradictions between wealth and poverty were too great for me and the 
piddling amount that I could do as a teacher just got to me.” 
Rachel left New York City and relocated in New England, where she taught first 
grade in the laboratory school associated with a state college. Later, she married and then 
gave birth to a daughter, but soon she divorced. A single mother, she cleaned houses in 
order to support herself and her daughter. It was at that time that Rachel experienced 
intense feelings of humility. She recalled: 
My real learning of humility came after my divorce many years later when 
I had to clean houses for a living and I did that for three years, while I was 
part time teaching at two colleges (a community college and a state 
college) on the side teaching English. That status [of cleaning lady] told 
people something and they treated me according to that status. I really 
identified with all of the African American women who had raised their 
families by cleaning houses. I saw my own daughter rejected because she 
was the cleaning lady’s daughter. Those kinds of experiences molded me . 
Rachel experienced what it felt like to walk in the shoes of others who had been 
oppressed. Often, it is not until a person has experienced what it is like to be oppressed 
that they truly relate to the experience and then change their attitudes and behaviors 
toward a situation. Rachel was in the process of becoming a multicultural person. She had 
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met with cognitive dissonance; more than once in the process she temporarily lost sight of 
who she was-or thought she was: 
I left New York where I had been teaching Black and Latino kids . Before 
that I was in the South, so I had been in communities of color for seven 
years. I don’t know if I was a “wanna be” but I had learned to be angry at 
and afraid of White people, and that included myself. ...I was working in a 
White working class community, and it turned out [their class status] that 
was my only salvation. I could see that these people, too, were oppressed... 
But it was very hard for me to adjust back into the White world. So I 
started doing the same things that I had done in the South and in N.Y., to 
relate to the children and their families: I visited homes. I really hate that 
other teachers did not think of visiting homes in the inner city. How can 
you know kids and know parents if you are staying in your classroom? Get 
out into the neighborhood yourself! 
By living and working in communities of color over a period of time, Rachel 
came to understand the people in the community and establish a good rapport. But she 
had become involved with people of color and the struggles they shared to the extent that 
she almost lost her own identity. Returning to the North, Rachel needed to find a 
personal connection with the community, and she ultimately did, stretching her 
understanding of oppression beyond race to class. 
After a period of time, Rachel decided to return to school to pursue a doctorate in 
multicultural education. It was at that point that she realized how she could make a 
difference in the lives of people. She needed to pursue a course of study that would be 
meaningful. “If I get a doctorate in English, I will be looking for the final ‘e’ in Chaucer 
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and I am too political for that. I did not want to do that because I knew there were people 
out there dying.” 
Over the years, Rachel’s experiences had taken her through the process of 
transforming her to a more knowledgeable person who had begun to understand the world 
from different perspectives. She had evolved from an arrogant individualistic being who 
spoke the rhetoric of equality to a person who practiced the ethics of equality. In essence, 
both of her parents influenced the course she pursued over the years. 
Learning from the Stories of Rachel and Alma 
Alma and Rachel are two teachers who had different experiences that influenced 
them to become educators and to teach from a multicultural perspective. In the following 
section, I will look at two major influential factors that motivated them to teach and 
embrace the philosophy of multicultural education: 1) commitment, and 2) influences of 
others. 
Commitment, Throughout our lives we are influenced by a variety of forces that 
inadvertently lead us to make certain choices in our lives. By looking at the lives of Alma 
and Rachel, it is evident that a deep commitment to serve the educational community 
inspired these ladies to enter the profession of teaching. They wanted to make a 
difference in the lives of others. Being able to “connect” or identify with the community is 
crucial to the effectiveness one has in the ability to make a difference. Alma readily 
identified with the community she worked in, due to the shared cultural background. 
Being a Puerto Rican woman from a working class family, and attending school where 
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her background and identity were marginalized, prompted Alma to help others who were 
in the same position as she was. 
Rachel’s situation was quite different. Initially, she did not identify with or 
understand the perspectives of the people in the communities in which she worked. It was 
not until she experienced cognitive dissonance, and she internalized and analyzed the 
situation, that she was able to start to connect to the people, the community, and their 
struggles. One could conclude that being a member of a particular race or culture does not 
guarantee that you will be able to make a difference in the lives of individuals, although it 
may have some relevance. However, what is essential is the ability to connect and 
understand issues and concerns from the perspective of the individuals in the group, and 
the affirmation of their being. Community involvement for the purpose of gaining an 
understanding of the people’s lives should not be underestimated. 
Influences of Others. Significant others help to pave the path individuals takes in 
life. Both of Rachel’s parents had an impact on the course she took in life. They both 
spoke of justice, and she internalized both the language and the practice of equity. When 
she began teaching, Rachel thought of herself as a person who was well grounded and had 
a sense of the world around her. What she did not realize at the time was that she viewed 
life from a narrow perspective. It was not until Rachel had become involved in 
communities with individuals unlike herself and with people who had totally different 
views, that she came to realize that the world encompassed more than her perspective. 
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Regardless of one’s age, a person can be influenced by others to make certain 
career choices. As a child Alma was surrounded by teachers, and therefore it seemed 
natural for her to enter the profession. Years later, while studying to become a teacher, 
she was influenced by Rachel, then her professor, to be “brave” enough to stand up for 
what she believed regardless of the fact that she was still a “minority” within a “majority” 
setting. As in her early childhood years, Alma found herself again in an educational 
setting where (for the most part) her identity had not been affirmed, in the teacher 
preparation program; once again she was in a situation where her existence was 
marginalized. According to Alma, because Rachel served as a role model for her students 
in affirming diversity in her classes, Alma became empowered to serve as 
a role model for her kindergarten students and affirm their diversity. Hopefully the cycle 
will continue. 
Summary 
The existing literature on teacher education is replete with information regarding 
why people aspire to become teachers and how unready they are to teach with a 
multicultural approach. However, the area of teacher education research that investigates 
what inspires teachers to teach from a multicultural perspective warrants further 
investigation. To gain insight into this area of study, I conducted a pilot study that 
explored the intrinsic and extrinsic factors that influence teachers to teach from a 
multicultural perspective. Three in-depth phenomenological interviews with two subjects 
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were conducted. Influential commonalities and differences between the subjects were 
discussed. 
We have learned that people can be influenced to select teaching as a career and 
embrace multicultural education from early in life. Factors that can act as influential 
agents may include: influences of significant others; hands-on experience with youth; and 
an individual’s identification with his/her race, cultural and/or ethnic background. 
At the very least, teacher preparation programs need to adequately prepare 
teachers to become effective teachers for all students. To date, this is not the case in most 
institutions (Phuntsog, 1993). Nevertheless, some teacher preparation departments are 
struggling to revamp their programs in an effort to help teacher candidates to become 
effective “multicultural teachers.” Only time will tell to what extent their endeavors will 
be successful. 
Anthony’s Story 
In order to further triangulate these data, I thought it would be important to 
include another perspective. Anthony Morelli, a White male who grew up in a 
homogeneous community, provided another viewpoint. 
Anthony was bom and raised in the northeast region of the United States of 
America. During his youth, he lived in a homogeneous community with his mother, father 
and younger brother. Anthony remembers that his interactions with people from 
backgrounds that were dissimilar to his were limited. His father, an immigrant from Italy, 
had to work hard to establish a comfort level with people of color. Anthony recalls that it 
67 
was in kindergarten when he had his first interactions with a student who was from a 
different background. 
I am second generation Italian. My dad came over and started a family 
right away with my mom. We’ve pretty much lived in a homogeneous 
situation where everyone was either Italian or Caucasian. There were very 
few interactions with anyone outside of our race or culture .... There was 
only one Black girl in my entire elementary school; her name was Shannon 
and we were in the same kindergarten class. We went on a field trip one 
day and I sat next to her on the bus and my father sat next to her mother. 
That was a stretch for my father. With just ten years in this country, he had 
to really stretch his comfort zones. It was not like back in Italy. There was 
a huge prejudice. So I was aware of that prejudice even at five years old. I 
remember I had a great relationship with her [Shannon]. Honestly, they 
[Anthony’s parents] did not actively seek to shelter me, but in their circle 
of friends was where we hung out. On some days we would go to Little 
Italy and we would hang out there. I think I would do it differently with 
my children; I would promote diversity. On television, I was exposed to 
diversity; there was the show Good Times. The Jeffersons did not come 
out until later. So as a kid, I was exposed to diversity on television. 
Anthony was in his early adult years when he started to interact with diverse 
populations more frequently. This type of experience helped him to view the world from 
a broader perspective and ultimately led him to seek teaching as a profession. His 
decision to teach was surprising to him because he had previously vowed that he would 
never become a teacher. Anthony shared: 
Camp had been a big part of my life. Everyone has a life changing 
experience and camp has been it for me. I constantly go back there to 
68 
explore myself, explore kids and explore life. I worked in a camp in the 
town of Gates in 1990.1 can remember that I knew nothing about fishing 
and I had to teach the children how to fish. I did not want to be 
incompetent. I took it upon myself to learn how to do it and then I taught 
the kids. I did it and then I fell in love with the transfer of knowledge 
That was my first contact with kids on an educational level that 
made a huge impact with me. 
The unique thing about the camp I worked in is that it is free of 
charge. Entry is based on illness so we get all different socioeconomic 
groups, races, and nationalities. The kids come to camp and spend ten days 
at a time. We [counselors and directors] live there also. It is great. We live 
together and do things together. It is so easy to get attached to the children. 
We have three different sessions in the summer, so we have three sets of 
kids. I still work there every summer. After having this camp experience, I 
realized that this would essentially be the work for me. 
I never thought that I would become a teacher. My mom was a 
teacher, so I grew up knowing about the educational environment and also 
knowing that [teaching] was what I did not want to do. I knew how tired 
she was when she came home and the comments were ‘I just spent time 
working with the kids all day and I don’t need this from you.’ And I’m 
thinking, Well then quit your job and get this from me.’ I knew that 
teaching wasn’t it. I remember seeing her come home all stressed out, it 
just did not please me. On a more pleasant note, I used to go to school with 
my mom and just help. It was a great gift for me to just help out at her 
school. She used to be an art teacher and now she is a principal. As an art 
teacher, I got to hang out with her and I got to know the teachers. 
However, it was the camp experience really sold me on teaching. 
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It is Anthony’s perception that his camp experience was invaluable in his 
preparation to become an effective teacher. Today, he is a fifth grade teacher in a school 
where children from diverse races, nationalities, cultures, socioeconomic levels and 
academic abilities seek their education. Anthony believes that all of his students can learn 
and that they should be provided with every opportunity to achieve to their fullest 
potential. 
Upon entering Anthony’s classroom, one can see the results of this philosophy. 
The walls and bulletin boards are decorated with pictures of students and their families. 
The library contains materials written by people from various backgrounds; books 
concerning gender equity and civil rights are available for the students to use. Students 
and teacher engage in respectful dialogue. Helping develop an attitude of acceptance and 
understanding of others in addition to helping students identify and dismantle prejudices, 
is an integral part of his curriculum. For example, I witnessed Anthony and his students 
engage in a class discussion regarding emotions. Anthony asked a male student “When do 
you cry?” “Women cry, boys are not supposed to cry. Besides, men cry less often than 
women.” replied the student. After listening to this response, Mr. Morelli engaged the 
class in a brief discussion on crying as a healthy emotional response for all humans, on 
sexist language, on how men and women are perceived differently in our society, and on 
how those perceptions influence attitudes and behaviors of men and women. During the 
discussion, he provided students with the opportunity to think critically about their 
thoughts and statements regarding this issue. 
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Anthony also believes that he should help students view historical events and 
issues from more than one perspective. When asked about the school’s curriculum, he 
responds: 
Our history topics are Western Movement, Civil War and Immigration. As 
teachers we have to be creative enough and sensitive enough to develop 
this issue of understanding and working together whether it is meeting 
new populations and breaking down prejudices and that is not mandated in 
our curriculum and I think that it should be. A couple of teachers and 
myself showed [the film] Gandhi to compare that to the Civil War to 
compare that to the American Indian Movement to compare that to 
immigration. In our science curriculum, they want us to teach about AIDS. 
I have a strong background in this area so I tend to teach more of 
acceptance and understanding where someone else might just teach them 
the basics and that’s it. 
When I teach the children, I try to stimulate them as much as 
possible, mostly with their senses. Touching, hands-on stuff, their sight; 
for example I have them look at pictures and visualize what is going on. I 
think auditory is important also. I lecture and say things more than once. If 
you notice, I have music playing right now and it really helps to put them 
[the students] in a certain mood. It helps them focus and whenever they 
hear it they respond to it by relaxing. It helps me also. I am trying to make 
them more active learners; I do not allow them to sit there passively. I call 
on students even if they do not have their hand raised. 
Anthony plans instruction that takes into consideration the learning styles, 
background and ability levels of his students. The classroom environment is conducive to 
learning and reflective of the students in the class. The walls are decorated with students’ 
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family trees and pictures of people from diverse backgrounds. The library is reflective of 
various ethnic groups and both genders. The seating arrangement is flexible. Students’ 
chairs and tables were set up in rows. One section of the classroom contained a “living 
room” area complete with a couch and a coffee table. Depending on the lesson, Anthony 
permits students to work independently, move their chairs to engage in heterogenous 
cooperative learning ventures, or lounge in the living area while completing an 
assignment. 
Mr. Morelli believes school is a community where students within and across 
grade levels should share experiences and learn from one another. During one observation 
I witnessed Mr. Morelli’s fifth grade class travel to two different second grade classrooms 
in the school and engage in various activities. Initially, the fifth graders recited poems to 
the younger children and took them on a “bear hunt.” Next, when Mr. Morelli’s students 
visited another group of second grade students, the younger taught the older children how 
to sing two songs in Spanish. Anthony attributes his ability to capitalize on the diversity 
of this students to his earlier and on-going experience in a camp setting. He feels very 
strongly that he gained knowledge through this experience that he now transfers to a 
classroom setting. 
Learning from the Stories of Anthony and Rachel 
Two common characteristics emerged in the stories of Anthony and Rachel: both 
individuals had a homogeneous orientation in the home and school settings; and both 
Anthony and Rachel learned to value diversity only after living within a diverse 
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population for a period of time. In analyzing these two characteristics, both Anthony and 
Rachel acknowledged that due to limited exposure to people from diverse backgrounds, 
they initially did not identify with people who were dissimilar to themselves. They grew 
up in homogeneous settings, and at least one authority figure who lived within the home 
was prejudiced against people who were not of their race and/or background. Both 
attended institutions of education that taught from a Eurocentric perspective, thus 
reinforcing the misconception that people who are not members of the dominant culture 
are of less stature. They believe that it was through their social interactions with people 
from other cultures that they met with cognitive dissonance, and truly began to 
understand people. 
Rachel, a White Jewish female, lived and worked in a neighborhood with African 
American people for several years. Her involvement with the community helped shape 
her passion for social justice and led her to be an active participant in the civil rights 
movement of the 1960s. Her passion for social justice is evidenced in her attendance at 
and support of numerous organizations that are dedicated to issues of social justice, and 
her commitment to help the teacher preparation program at Webster University to be 
transformed into a multicultural teacher preparation program. 
Anthony’s job in a camp afforded him the opportunity to live with people from 
diverse backgrounds for a period of one month over a span of several consecutive 
summers. This experience served as a catalyst leading him to ultimately recognize people 
as individuals, as opposed to being only members of a particular group. This exposure 
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and involvement undoubtedly helped him with his relationship with his students. Each 
summer, Anthony returns to camp to work with the children. 
Learning from the Stories of Anthony and Alma 
Two themes emerged from the stories of Anthony and Alma. As children, they 
spent a lot of time around teachers. Both attended the same teacher preparation program, 
in which, they agree, they received inadequate preparation to effectively teach a diverse 
population. In spite of these commonalities, differences were also apparent. The 
following paragraphs will address the differences and commonalities between Anthony 
and Alma. 
Due to Alma’s exposure to teachers and her early experiences of teaching some of 
her family members how to read English, she felt destined to become a teacher. Alma felt 
a natural connection to her students because they were experiencing what she had 
experienced as a child. The children were in a school setting where they were not 
members of the dominant culture, and in many ways felt marginalized. In contrast, 
Anthony was initially adamantly opposed to becoming a teacher. He recalled the 
exhaustive amount of time and energy his mother, an art teacher, spent at school, and 
how little patience and stamina were left for him and his brother by the time she arrived 
home in the evening. Feeling resentful, he decided that teaching was not a profession that 
he wanted to pursue. In spite of his feelings, he fondly remembers enjoying visits to his 
mother’s school and being around her colleagues. Perhaps those visits, as well as his 
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camping experience with children, led him to initially relate to people from various 
backgrounds. 
Anthony and Alma attended the same teacher preparation institution. Both 
teachers affirm diversity. However, they agree that Webster University did not provide 
them with the fundamental tools to help them to become effective teachers for a diverse 
student population. While both had the opportunity to observe and gain hands-on 
experience in a variety of urban and suburban schools while they were completing their 
course work, they feel that they were provided with a basically monocultural education. 
Given that their instruction was from a monocultural perspective, one can conclude that 
they were not academically prepared by the teacher preparation institution to be effective 
teachers who could deliver a multicultural education to their students. 
Anthony, Rachel and Alma were involved in Webster’s teacher preparation 
program. Rachel, a faculty member who is familiar with planning and implementation of 
the program, attests to the small number of faculty members within the department, and 
the university at large, who teach from a comprehensive multicultural perspective. Her 
testimony is confirmed by Alma and Anthony, who speak of having received a limited 
amount of multicultural education and/or exposure to diversity. 
These findings were also in concert with teachers who graduated from Webster’s 
teacher preparation program and are now teaching in area schools. The data from these 
interviews yield insight into how a variety of experiences can have an influence on 
teachers’behaviors. I will discuss how the interviews and questionnaires provided data 
for the three research questions that guided this study. 
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Question 1: What Types of Personal and Professional Experiences Affect the 
Perceptions and Behaviors of Practicing Teachers Toward Embracing Diversity? 
A recurrent theme emerged from the data collected from the three sets of 
phenomenological interviews: personal experiences affect perceptions and behaviors of 
practicing teachers in terms of their ability to embrace diversity. Through living within a 
community of people who did not share their background, Rachel and Anthony changed 
their perceptions of the members of that group. The experience helped them to gain 
insights into the culture of the people, relate to the people within the community, and see 
each person as an individual as opposed to being only a member of a particular group. On 
the other hand, Alma, who shared the cultural background of her students, was able to 
relate to their plight because she and her siblings had faced some of the same injustices as 
students in the educational system. She sought to help them be successful in an 
educational institution and a society where their existence had been marginalized. 
Themes also emerged from responses on the part of the practicing teachers to the 
questionnaire (see Appendix C). A questionnaire was mailed to practicing teachers to 
investigate if they had a desire to 1) participate in the study, 2) share if or how Webster 
University provided them with a foundation to teach from a multicultural perspective. 
Respondents articulated a desire to participate in the study and to share their perceptions 
of how Webster prepared them to infuse multicultural education. They also expressed a 
desire to become a part of a network of people who would share multicultural curriculum 
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ideas and concerns regarding how to address multicultural education in a school system 
that is not receptive to the philosophy. 
Professional experiences that respondents engaged in centered around their school 
setting. The results of the questionnaire revealed that the majority of the teachers are 
teaching in all-White or predominately White schools. The extent to which the schools 
address multicultural education ranges from non-support to minimal engagement at best. 
If the institution was at the very least in the process of operating from a multicultual 
perspective, it would show evidence of one or a combination of the following elements in 
their practices: affirmation of diversity, antibias and antiracist practices, stress on the 
relevance, and importance of multicultural education; and/or use of critical pedagogy. 
When the participants were asked about their district’s policy of including multicultual 
education into the content of instruction, one person confessed, “lam not sure what 
district policy is; I do things on my own.” Another respondent conceded, “My school 
system encourages multicultural teaching. However, I don’t believe there is a set policy.” 
In these cases, multicultural education was not a priority; at best, it was an option. One 
respondent was determined to infuse multicultural perspectives into the curriculum 
despite her suburban principal’s warning against changing the curriculum. She reported. 
“Our administration at the school level was scared of diversity and very racist in speech 
and practice. Despite being directed otherwise, I taught Black History month through 
biography. I was the only fifth grade teacher to do so. My colleagues said it was ‘a waste 
of time.’In Eastbook we preach diversity but are steered away from it. For these reasons I 
quit my job and spent an hour with the superintendent discussing the matter.” 
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Several other participants acknowledged that their school incorporated 
multicultural education into the curriculum. However, the infusion seems to have been 
random, inconsistent and sometimes superficial. "Our principal, for example, wears 
many multicultural ties. Last year our public relations committee put together an 
International Dinner night with art work, dances, songs, etc.” The initiation of 
multicultural activities that include children and their families and the celebration of the 
richness the various cultures bring to a school are basic ingredients in multicultural 
education. However, these activities should be an integral part of what happens in the 
school on a regular basis, as opposed to sporadic additions to the curriculum. On the other 
hand, one participant reported, “At our school children started taking Spanish in 
kindergarten. We have three Spanish teachers.” Learning a foreign language in 
kindergarten and employing teachers from diverse backgrounds is evidence for an 
institution that it is in the process of trying to operate from a multicultural perspective. To 
make their program more than a random one, they might now capitalize on what they 
already have put in place and continue to work toward incorporating more languages and 
teachers from diverse backgrounds. 
Others perceived that multicultural education recognizes only ethnic, linguistic, or 
religious considerations. Aspects such as class, age, gender, condition of ability and 
sexual preference are apparently rarely discussed in school in any detail, if at all. The 
exploration of ethnic heritage is a part of multicultural education. However, when viewed 
from a comprehensive perspective, multicultural education employs a much wider 
definition of what culture means. 
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Many respondents who engaged in some form of a multicultural initiative did so 
by fulfilling a week-long unit. One respondent reported, “It [multicultural education] is 
incorporated and it is required that at least one project is done under the topic. This is 
sometimes done in grade level or a whole school theme.” One project is a beginning. 
However, as previously mentioned, multicultural education should be incorporated 
throughout the school and infused into the total curriculum across the entire school year. 
Another teacher was concerned with the inordinate amount of time it took to prepare for a 
multicultural extravaganza, and questioned what, if anything, the students learned from 
the experience. She explained : 
Last year we all participated in multicultural week. Every class chose a 
country to study and during the multicultural day, we all presented a booth, 
flag, etc. for the students (from all grades) to visit. I loved learning and 
teaching, but all the work that went into the DAY was unreal. It seemed to 
me that the school was more concerned about showing all we created, 
instead of exactly what the kids learned. I made a huge thatched roof 
collage (Ireland) and it took me weeks. 
Education should be a meaningful and purposeful learning experience for the 
students and the teachers. When planning an extravaganza, one would need to consider 
the breadth and depth of the topic to be explored. To have students approach the project 
from solely a tourist and/or holidays and festive approach could reinforce stereotypes and 
perpetuate myths. To prevent the group’s story from being misrepresented, the 
multicultural day approach needs to be expanded and deepened. At least, students could 
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critique the stories of the people and share what they learned about the people and their 
lives. 
Summary 
To further triangulate this study, with one other teacher I conducted three in-depth 
phenomenological interviews and classroom observations. Additionally, questionnaires 
were mailed to graduates from one teacher preparation program. Data were analyzed for 
the purpose of identifying personal and professional experiences that affect the 
perceptions and behaviors of practicing teachers toward embracing diversity. Teachers 
discussed their backgrounds and what they felt brought them to becoming multicultural 
teachers. They also discussed impediments they encountered due to their school’s policy 
relative to multicultural education. 
The next research question addresses the respondents’ academic preparation and 
their preparedness to teach from a multicultural perspective. 
Question 2: How Do Practicing Teachers Perceive that Their Teacher Preparation 
Program Has Prepared Them to Teach from a Multicultural Perspective? 
The following data from the questionnaire, (see Appendix E) reveal the range of 
responses to Research Question #2. 
Multicultural teacher preparation: As indicated by graph #1, when compared with 
core and major courses, teachers who responded to the quantitative questionnaire thought 
that education course work and the student teaching experience, respectively, gave them 
the most exposure to multicultural education. However, the depth and breadth of the 
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multicultural content are questionable; participants reported that their exposure to 
multicultural perspectives and resources was “limited.” If teacher candidates’ field 
experiences and course work are basically monolithic, students’ academic preparation is 
biased towards perspectives that are not multicultural. 
Dimensions of multicultural education: As seen in graphs #’s 2-6, the teachers 
comprehend that multicultural education includes the understanding and inclusion of 
information about cultures other than one’s own, and that heroes and holidays from a 
variety of backgrounds are addressed while studying multicultural education. Participants 
are also in agreement that a specific amount of time should be set aside to highlight a 
specific group. In addition, the data reveal that teachers believe that multicultural 
education is for all students regardless of their race or background, and regardless of 
whether or not the class is diverse in nature. Participants also understand that 
multicultural education is antiracist education. 
The data indicates that the respondents understand the elements of the early stages 
of multicultural education. These findings are in concert with the findings reported in 
research question #1, with regard to how multicultural education has been infused into the 
schools. 
According to the data, however, the respondents do not have a clear 
understanding of the more complex ramifications of multicultural education. While, on 
the one hand, as shown in graph #7, most of the teachers do not perceive multicultural 
education to be divisive and a threat to society, a significant number of participants are 
undecided, and/or perceive that multicultural education can jeopardize a nation’s 
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cohesiveness. In addition, as indicated in graph #6, the majority of the participants are 
undecided or disagree to some extent that multicultural education addresses issues related 
to social justice. If the participants fully understood the philosophy, they would be able to 
articulate that the terms “multicultural education” and “social justice” are inseparable. 
As indicated in graph #9, the majority of teachers state that they would include 
multicultural education into the curriculum regardless of the parents’ wishes. However, a 
large portion of teachers are undecided, or agree to some extent that they would allow 
parents to influence their decision to infuse multicultural perspectives into the 
curriculum. Likewise, the majority of the respondents disagree to some extent that age 
should be a factor in infusing multicultural education in the curriculum. A large portion 
of participants are undecided or agreed to some extent that age should have an effect on 
whether or not multicultural perspectives are infused into the curriculum, as noted in 
graph #10. These data reveal a sizable number of teachers do not have a clear 
understanding of the possibility of, the need for, and the methods for infusing 
developmentally appropriate multicultural lessons and practices into their instruction. 
Summary 
The results of the quantitative questionnaire were combined and presented in a 
series of graphs. 
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Question 3: What Recommendations Do Practicing Teachers Have for Enhancing 
the Preparation of Teachers to Educate a Diverse Population? 
Participants in both questionnaires, as well as in the phenomenological interviews, 
thought that university faculty members should teach from a multicultural perspective, 
thereby leading by example. Several respondents suggested that faculty members should 
use their courses to demonstrate how to infuse multicultural perspectives into the courses’ 
content. One participant stated the need clearly: “reading about multicultural education is 
one thing. Seeing how it is applied into the classroom is something else.” 
Addressing their concerns might certainly involve professors’ using critical 
pedagogy when teaching courses. Teacher candidates, learning how to critique the subject 
matter and foster the development of their own various intelligences, could learn how to 
employ the same techniques with their students. One respondent noted that her university 
professor helped her gain a clearer understanding of multicultural education, because she 
used critical pedagogy. According to the teacher: 
I think what I got the most out of Dr. Aaron’s class was not just to teach 
about countries but about the people, the past and the present, and to teach 
it throughout the year, not just in the designated months (Black History 
month, Women’s History.) I think if multicultural education was taught 
this way in the college rather than one separate course, more classroom 
teachers would follow. You’ve probably heard this saying before, but 
teachers teach what they were taught, so colleges need to be the role 
models for multicultural education. 
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Participants spoke about the importance of professors helping their students to 
understand their misconceptions about various groups of people and the philosophy of 
multicultural education. One student noted that “if we don’t realize that we have been ill 
informed about something, then how are we supposed to change it?” Professors must 
find an effective way to assist students in uncovering their own misconceptions. 
Otherwise, the students might unknowingly perpetuate the misconceptions. One 
respondent expressed how her English professor helped his students understand their 
irrational thinking as it related to multicultural education. She stated: 
In one course, Dr. Brown had us to respond to a question concerning the 
best way to include multiculturalism in the classroom. Most of use wrote 
about observing MLK Jr’s birthday, Black History month and other such 
observances. When we got our papers back with generally unflattering 
comments we were quite surprised. When he told us that only two people 
had the “correct” responses, we were more surprised. Then after the two 
appropriate responses were read, it became eminently clear those two 
responses addressed the immersion of the other cultures into the entire 
curriculum, where as ours singled particular ethnic groups out for 
recognition at a particular time. I realized what a disservice it is and how 
counter-productive (even inadvertently racist) it is to “drag blacks out” 
once a year for a token recognition for their contributions then go back to 
what is still in many areas of this country a White, European, male 
literature based curriculum. We must as a matter of course include 
different viewpoints, cultures, genders in our teaching across all curricula 
and throughout the instructional year. To do otherwise is tokenism. 
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Another participant spoke about the importance of professors providing students 
with the opportunity to use self- reflection as a means to understand how one perceives 
the world. It is through this process that an individual can critique how one’s view of the 
world has been skewed. After engaging in a process of self- reflection, one participant 
was surprised about how she was taught to view the world. 
Dr. Aaron had a great impact on my multicultural views, I attended 
a teaching methods course with her in the fall. Not only were her insights 
on teaching Columbus Day eye-opening, she demanded us to self- reflect 
and examine our views about the world in a way I never did before. At 
times it was difficult, but the struggle I felt was the growth I was being led 
through in broadening my perspectives. 
Various types of experiences with young people are important. Participants 
expressed the feeling that teacher candidates should become involved with meaningful 
experiences with students from different backgrounds. One participant advocated for 
going beyond reading books in a library to a group of students. While not belittling the 
value of this type of an interaction, she strongly recommended more engaging 
relationships such as helping children to learn a new skill or problem solve difficult 
situations. As one participant expressed, “These types of interactions helps us to learn 
about who the student is as a individual. We learn about what he likes and dislikes, how 
he learns, what turns him off from learning in addition to what his home life is like.” 
Another student said, “Through these experiences we sometimes have our stereotypes 
about the students confirmed. However, we often had our misconceptions dispelled. 
Nothing can take the place of actually working with the children.” Anthony shared: 
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The majority of my understanding, I would say at least 95% of my ability 
to work with diverse students, came from my camp experience. If someone 
went to Webster and had not had any camp experience [with a diverse 
population], I am not sure how much experience they would have received 
at Webster U. When the professors talked about sensitivity and awareness 
toward different groups of people, I knew where they were coming from 
because I had something to draw on. Many of my classmates had nothing 
to draw on so they thought they knew it conceptually. Then when they 
finally got out into the field they realized that they did not know what it 
meant. I would love to see a seminar even in the summer having a 
partnership with a camp or anything outside of a school setting, where you 
work with kids and meet every day. I would love to see more colleges put 
their students in a non-academic environment with children to get them 
into the meat of it. They need to understand what kids are like when they 
are away from an academic environment. 
Participants also thought that the opportunity to work in both urban and suburban 
school environments would give preteachers the opportunity to compare and contrast 
teaching in each type of environment. One participant noted: 
I received my primary and secondary education in a suburban community 
so I was familiar with how suburban schools operate. The only thing I 
knew about urban schools was what the media reported. Naturally, I 
believed all of the negative stereotypes simply because I did not have any 
personal frame of reference to compare it with. My student teaching 
experience was in an urban school. It was during that experience I learned 
that the students were disciplined, the teachers did care about the students 
and learning was actually taking place. I think the university should 
require prospective teachers to work in schools in different types of 
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settings so they can have a hands-on experience with students from 
different backgrounds. 
Teachers have identified what appear to be viable strategies for teacher 
preparation institutions to use in their quest to better prepare their students to serve a 
diverse population. 
Summary 
Responses to the questionnaires and in-depth phenomenological interviews 
yielded recommendations practicing teachers have for enhancing the preparation of 
teachers to educate a diverse population. Participants made suggestions regarding how 
one teacher preparation program could work toward strengthening its multicultural focus 
and providing meaningful field experiences in diverse communities for teacher 
candidates. 
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CHAPTER V 
CONCLUSIONS AND IMPLICATIONS FOR FURTHER RESEARCH 
This chapter will summarize the problem, purpose, methodology and the major 
findings of this study. Implications for teacher preparation programs and recommen¬ 
dations for further research are then addressed. 
Summary of the Study 
Changing demographics in the United States have resulted in a dissimilarity 
between the racial, cultural, and socioeconomic backgrounds of students and teachers in 
the public school system. Given the disparity between student and teaching populations, 
and the historic failure of teacher preparation departments to prepare teachers with the 
knowledge, skills and disposition that would enable them to provide equity in education, 
teacher preparation institutions must reform their programs. 
The purpose of this study was to investigate 1) teachers’ perceptions of their own 
ability to embrace diversity, and 2) to investigate how their personal, professional and 
academic preparation influenced their perceptions. The three major research questions 
that guided the study were: 
• What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
• How do practicing teachers perceive that their teacher preparation program has 
prepared them to teach from a multicultural perspective? 
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• What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate a diverse population? 
Three areas of literature provided the conceptual framework for this study: 1) a 
review of major concepts associated with multicultural education; 2) a review of relevant 
research in teacher education; and 3) a review of current teacher education with a 
multicultural focus. These reviews helped to clarify major concepts in multicultural 
education, the significance that multicultural education plays in teacher preparation 
programs, and how some institutions have incorporated multicultural perspectives into 
their teacher preparation program. 
The following qualitative and quantitative methods of inquiry were used to 
conduct this study: 1) A pilot study of three in-depth phenomenological interviews each 
with two participants that served as a basis for this research, 2) one additional study of a 
fledgling teacher using three classroom observations and three in-depth 
phenomenological interviews, 3) one qualitative questionnaire, and 4) one quantitative 
questionnaire. 
Major Findings of the Study 
Major findings related to this study are presented in this section. Each research 
question is stated followed by the findings. 
Research Question 1 
What types of personal and professional experiences affect the perceptions and 
behaviors of practicing teachers toward embracing diversity? 
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Major findings. Based on the data, personal experiences with different 
populations had a profound impact on preparing people to embrace diversity. Both Alma 
and Rachel were able to identify and/ or connect with the people in the community in 
which they worked and lived. Alma, a member of an underrepresented group that has 
been historically marginalized in the United States, had experienced the feeling of 
disempowerment that many of her students and their parents were experiencing. Having 
successfully completed a teacher preparation program, and as a current teacher in a public 
education system, she could identify and empathize with her students and their families. 
In addition, she understood the pitfalls and political ramifications of schooling. These 
personal experiences have provided her with the knowledge and disposition to work 
effectively with this underrepresented population. 
Rachel, on the other hand, experienced cognitive dissonance prior to truly 
understanding the plight of a people who were dissimilar to her race, culture and religion. 
After living within the community of the “other,” for an extended period of time, she 
gained a true understanding of issues and events from the group’s perspective. This was 
evidenced through her participation in initiatives such as Freedom Schools, voter 
registration, and other civil rights organizing. 
When the stories of Alma and Rachel are triangulated with Anthony’s, it is learned 
that he, too, through personal experience of living with a diverse group of campers for 
many days over several time intervals, started to connect with the children. He designed 
activities based on the interests and backgrounds of the students as opposed to having a 
strict agenda of activities that all children would have to participate in. A review of the 
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literature on teacher preparation that addresses how teachers become sensitized to people 
from backgrounds who are dissimilar to their own reveals that when preteachers are 
immersed in the community of the “other” and participate in community events, they learn 
to value the culture. The findings are in concert with the results of this study. Both Rachel 
and Anthony began to affirm diversity when they had contact with people from a culture 
other than their own for an extended period of time. Having personal experiences is one 
avenue that can bridge the gap between people who do not share the same background. 
Professional experiences can also have an effect on how people embrace diversity. 
According to the findings of this research, the majority of the participants who 
were employed in all-White or predominately White schools, where multicultural 
education is non-existent or implemented only on a superficial level, articulated that the 
philosophy of multicultural education is not held in high esteem in their educational 
institution. Teachers are generally confused about the district’s policy on incorporating 
multicultural education into the curriculum. For the most part, teachers tend to include 
multicultural content as supplementary material. This occurs at the discretion of the 
teacher. The "Contributions" and/or "Additive" approaches are commonly used. Teachers 
and administrators are careful to avoid issues of inequity, prejudice or forms of injustice. 
Based on the participants’ responses, one could conclude that teachers are not 
engaged in extensive professional development that would help them to gain a clearer 
understanding of a comprehensive multicultural approach to education and how it is 
implemented throughout the school. Therefore, it is of no surprise that some schools’ 
approaches to multicultural content are superficial, and could ultimately serve to confirm 
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students’ myths and stereotypes. If school systems believe in operating from a 
comprehensive multicultural perspective they should include: affirmation of diversity, 
antibias and antiracist practices, stress the relevance and importance of multicultural 
education, and use of critical pedagogy. 
Education is one vehicle that can help individuals gain the knowledge and develop 
the disposition, attitudes and behaviors necessary to embrace, and hopefully ultimately 
affirm diversity. Although teacher preparation programs have historically not effectively 
prepared teachers to teach a diverse population, some institutions of higher education 
have made a conscious effort to infuse multicultural perspectives into course work 
through exploring topics and issues via the voices of various group members. 
Research Question 2 
How do practicing teachers perceive that their teacher preparation program has 
prepared them to teach from a multicultural perspective? 
Major findings. Based on the data from this study, graduates of one teacher 
preparation program perceived that they were inadequately prepared either to teach 
diverse learners or to teach from a multicultural perspective. Students reported that they 
received at least some exposure to multicultural education via the Department of Teacher 
Education. Exposure to the philosophy was through infusion of multicultural education 
into the content of the course and/or the professor modeling some of the tenets of 
multicultural education: i.e., equity, and analyzing issues and events from multiple 
perspectives. Participants reported that they received minimal if any preparation from 
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their academic major or general university course of study. The majority of those courses 
were taught from a monocultural perspective. 
The data also revealed that the students had a relatively superficial understanding 
of the process of multicultural education. When they were asked to respond to questions 
concerning issues of social justice and whether or not multicultural education could be a 
threat to our nation, a substantial number of participants could not definitively support 
multicultural education as a vehicle for unification. Students’ cursory understanding of 
multicultural education might have been a result of the institution’s lack of a common 
definition of multicultural education, and the faculty’s as well as the administration’s 
inconsistent infusion of the philosophy into the institution at large. 
The results of this questionnaire reveal that teacher candidates are receiving some 
exposure to multicultural perspectives and resources through their teacher education 
courses, and some in their student teaching experiences. These findings are in concert 
with the stories of Alma, Anthony and Rachel. The data also reveals the reality that the 
teachers teach in schools where the philosophy of multicultural education is nonexistent 
or minimal at best. These data suggest that the teachers in the study have a certain basic 
initial understanding of multicultural education. However, more complex issues, such as 
whether or not multicultural education could be perceived as divisive to the country and 
how it relates to social justice, appears to be more elusive. 
The data show that for the schools in this study that address multicultural 
education, it is on a superficial level. The participants reported that their schools tend to 
focus on holidays and heroes and neglect to explore the voices and stories that have been 
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historically absent from the schools’ curriculum. One could contend that at least schools 
are trying to create an awareness of different cultures, but unless students and teachers 
gain a deeper understanding of the meaning and implications for a comprehensive 
multicultural education, they will in essence keep “marching in place.” It is encouraging 
that many teachers believe in the philosophy of multicultural education, and expressed a 
desire to become a part of a network where they could become more knowledgeable 
about the philosophy and how to use it in the classroom. These very teachers could 
ultimately become change agents. In so doing they would need an outside support system 
to help them through the inevitable struggles they would encounter. 
Research Question 3 
What recommendations do practicing teachers have for enhancing the preparation 
of teachers to educate a diverse population? 
Major findings. From the interviews, and the responses to the questionnaire 
which asked respondents to give recommendations for enhancing the preparation of 
teachers to teach students from different backgrounds, three major recommendations 
emerged. 
1) University faculty members should teach from a multicultural perspective, thus 
serving as role models for prospective teachers. 
2) Teacher candidates should use self-reflection to examine biases, and analyze 
how biases can affect their attitudes and behavior toward their students. 
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3) Pre-service teachers should be given the opportunity to gain extensive, 
supervised hands-on experience with youth from backgrounds different from their own 
Since most teachers teach the way they have been taught, teachers thought it 
would be beneficial for university faculty members to teach their courses using exemplary 
strategies e.g., incorporating multicultural education into course content, using a variety 
of teaching strategies ranging from cooperative learning to independent study, and using 
the seven intelligences. Being taught from a multicultural perspective helped teacher 
candidates to understand content from different perspectives, reflect upon their 
perceptions and identify and analyze biases and misconceptions they unknowingly 
harbored. Teacher candidates could use these techniques once they begin to teach. 
Modeling critical pedagogy. The vast majority of prospective teachers expressed 
that most of the courses that they completed at the university were taught from a 
Eurocentric perspective, which they were expected to absorb uncritically. General 
education and major courses did not usually address multiple perspectives related to the 
topic of study, nor had students been taught effective strategies to approach topics from 
multiple perspectives. Few professors modeled or encouraged critique of course content. 
Because their own learning was in traditional modes, preteachers were not exposed to a 
variety of teaching strategies that would meet the needs of a diverse student population. 
Participants expressed a conviction that professors’ use of critical pedagogy would have 
served as a model, in addition to helping them to understand topics from various vantage 
points. 
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Early academic field experiences. Participants felt that they needed early 
academic field experiences with diverse populations in classrooms where multicultural 
education was infused into the curriculum. By observing and interacting in model 
classrooms early in their teacher preparation, students felt they could realistically begin to 
assess whether or not they wanted to work with a diverse population, what it would take 
to be prepared to do so, and what teaching multiculturally in any setting would involve. 
Community assignments. Participants thought that having students and 
prospective teachers interact in non-academic experiences, such as a camp, an after¬ 
school program, or Big Brother/Big Sister program, would give teacher candidates insight 
into students as social beings. In addition, it would help the prospective teacher make a 
"personal connection" with students away from the structure of an academic setting, and 
help teacher candidates understand the culture of the students’community. 
Implications 
Seven implications for higher education have emerged from the literature and the 
research data. These include implications for 1) university, 2) leadership 3) professional 
development, 4) support systems, 5) planning for a successful multicultural teacher 
preparation program, 6) appropriate clinical experiences , and 7) teacher candidates’ 
extended time in the community. Each implication will be discussed. 
University. Operating from a comprehensive multicultural perspective is 
systemic; certain elements should be reflected within the institution. If the institution has 
not adopted the philosophy, it would need to implement a plan designed to help it to meet 
96 
the desired goal. The institution should have an agreed-upon working definition of 
multicultural education, and short and long-term goals for the effective transformation of 
the university to operate from a multicultural perspective. Diversity should be reflected 
in administration, faculty and student representation. Institutional barriers to equity in 
education should be dismantled and new rules and regulations should be established to 
ensure that all students receive an equal and equitable education. By meeting the needs of 
its constituents—for example, equally weighing a variety of acceptance requirements such 
as community experiences and leadership skills as opposed to only academic criteria, and 
providing appropriate assistance to students with special needs and/or those whose native 
language is not English—the university can serve as a model that infuses multicultural 
education throughout the institution. In addition, courses would be taught from a 
multicultural perspective; the various schools’curricula would include the voices and 
stories shared from various perspectives. 
Leadership. Teacher preparation programs are responsible for preparing teacher 
candidates with the skills, attitudes, knowledge and disposition to teach a diverse student 
body and to provide equity in education. They need to lead by example. University 
instructors should affirm diversity and model how multicultural education is infused into 
the curriculum whether or not their student population is diverse. That is, multiple 
authentic perspectives should be analyzed and affirmed. In addition, a variety of teaching 
strategies should be used so all students, regardless of their learning styles, will 
understand the information taught in class. All faculty members, not just those in teacher 
preparation programs, should serve as role models for all students. This is relevant 
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because students are required to fulfill general and major course requirements whose total 
number of credits will far exceed those taken within the teacher preparation program. All 
content needs be taught from a multicultural perspective in order for students to 
understand how subjects overlap and interrelate, and in order for students to learn to 
critique conclusions drawn from information that is not completely representative of all 
points of view. 
Professional development. Realizing that multicultural education will be new 
and/or not endorsed by some faculty members, the magnitude of the institution’s 
undertaking to educate the faculty about the philosophy should not be underestimated. 
Many teacher educators have had little if any experience with diversity. Dysconscious 
racism is likely to be exhibited as a product of lack of exposure to and/or interaction with 
a diverse student body. If faculty members are going to be able to teach from a 
multicultural perspective and affirm diversity, they must be cognizant of their own 
personal biases and prejudices, and work towards eliminating them. This is not something 
that faculty members will be able to do independently. Intensive ongoing professional 
development needs to be geared towards helping university faculty and administrators 
critically assess and determine to change racist, classist, sexist, or other oppressive 
attitudes and behaviors. Once faculty have honestly faced themselves in those terms, they 
can create and implement strategies that will assist them in affirming diversity. Such 
professional development would be a vehicle to adapting a multicultural philosophy. 
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Support systems. A university faculty support system can serve as a critical 
component for a faculty’s understanding, appreciation and affirmation of differences. 
Possible support services would include but not be limited to faculty’s attendance at a 
series of race/culture seminars in which faculty would be encouraged to examine their 
own biases, assumptions and privileges; support services specifically designed to assist 
the faculty in understanding the philosophy of multicultural education, and how to 
transform their courses to reflect the infusion of multicultural education into the course 
content; the institution of short and long term goals to effectively transform the teacher 
education program; curriculum transformation that would include the voices and stories 
shared from various perspectives; faculty visitations to successful multicultural teacher 
education programs to investigate how programs were planned and implemented; the 
opportunity to attend conferences for networking and academic edification . 
Planning for a successful multicultural teacher preparation program. 
Naturally, the institution would need to abide by state mandates to ensure that all 
preteachers meet all requirements for state certification. In addition, programs should 
promote responsive and informed teaching for all prospective students. To determine the 
effectiveness of the program, it would be important to continuously monitor, evaluate and 
reflect upon its effectiveness. On-going reflection of students’ intellectual growth and 
understanding of critical pedagogy, and their development toward becoming teachers that 
affirm diversity could indicate adjustments needed to strengthen the program. 
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Appropriate clinical experiences. Modeling multicultural practices should 
continue when students are placed in the field to fulfill clinical requirements. Hopefully, 
prospective teachers will gain hands-on experience with diverse students. In order for 
students to witness effective teaching strategies and interactions with youth, it would be 
imperative for the institution of higher education to utilize schools and settings that 
exemplify practices espoused by both theorists and the teacher preparation program. 
Students could keep a reflective journal highlighting their perceptions and changes in 
attitudes and behavior. A significant amount of time can be set aside on a regular basis for 
students to discuss their experiences and perceptions with an instructor who listens to the 
teacher candidates and helps them to clarify and overcome their misconceptions. 
Teacher candidates, extended time in the community. All of the data yielded 
support for field-based exposure to diverse populations. Respondents noted personal 
changes in their perceptions of individuals who are dissimilar to them after they 
completed the field-based assignment. Levels of exposure could vary from attending PTO 
meetings to living within the community for an extended period of time. Serious 
consideration should be given to a requirement that prospective teachers live and work in 
a community dissimilar to their own for a designated period of time, perhaps with 
mentors or regular seminars to help them process what they are experiencing. By doing 
so, they might gain a broader understanding for the people, their culture and their 
community. Rachel’s and Anthony’s stories give credence to this suggestion. 
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Recommendations for Further Research 
Seven recommendations for further research are offered. 
First, studies similar to this one should be replicated at several teacher preparation 
sites so that the findings could be compared and contrasted. The overwhelming majority 
of participants in this study were middle class White females. Although this reality fits 
the general profile of elementary teacher education students nationwide, future studies 
should try to include a much more diverse pool of participants so that the findings could 
be generalized to a broader population. 
Second, it is recommended that interviews should be conducted with participants 
after they have completed the questionnaires. During the interviews, the participants 
could provide the rationale for answers, thus eliminating any questions the researcher 
might have, and so participants can express themselves more fully in their own words. 
Third, the researcher should make observations in participants’ classrooms for the 
purpose of comparing and contrasting the participants’ perceptions of their classroom 
practices with what they actually do in the classroom. This would provide the researcher 
with more accurate data to test the rhetoric against the practice. 
Fourth, research would be useful on how other professionals—i.e., nurses, 
counselors, social workers—prepare their new members to become sensitized to a 
population that is dissimilar to their own. Programs would have to adapt appropriate 
strategies to fit the university setting. 
Fifth, teacher preparation programs could arrange community placement 
assignments where practicing teachers could live in a community for a designated period 
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of time and become active temporary members. Teacher candidates could keep reflective 
journals in which they would document their attitudes, dispositions and behaviors during 
this time. Professors could help teacher candidates process the experience. 
Sixth, a study is needed that would investigate how other institutions of higher 
education help faculty members and administrators confront their biases and prejudices, 
and change inappropriate attitudes and behaviors. 
Last, post graduation assessment: A follow-up assessment process could be 
established that would monitor to what extent graduates of the programs who obtained 
teaching positions were prepared to teach diverse populations. This process could include 
observations by university faculty members in teachers’ classrooms, in conjunction with 
conversations to discuss findings and concerns. The institution could engage in a self- 
study to investigate the status of the overall effectiveness of the program. This process 
could help provide faculty and administration with accurate feedback relative to program 
assessment. 
It is my hope that all children, regardless of their race, ethnic or cultural 
background, will grow up to be healthy, confident, well educated, highly functioning 
members of society, who will contribute to the betterment of themselves, their families, 
and their communities, as well as the nation and the world at large. School is not the only 
place that has a hand in providing education for the nation’s youth. Parents and society 
also play a critical role in the education and socialization processes. Each must do its part 
to effectively teach each child. Teacher preparation programs must seek and find realistic 
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ways to sensitize their students to cultural diversity and help them to develop the 
disposition, knowledge and skills necessary to provide equity in education for all 
students. Unless drastic changes are made within the teacher preparation programs that 
include commitment and dedication to providing excellence in education, we will 
continue to be a “nation at risk.” 
Personal Reflections 
It was not until I started to pursue my doctorate in multicultural education that I 
realized the profound extent to which I had been miseducated. Course work and 
assignments reflected White, male, heterosexual, Christian perspectives and values. 
Viewpoints other than the “norm” were considered anything but credible. As a result, my 
education was narrow in scope. Teaching my students using the same methods and 
perspectives espoused by the teacher preparation program and the other educational 
institutions I had attended, I had unknowingly perpetuated the cycle of teaching from a 
monocultural perspective. The knowledge I have gained through my doctoral studies has 
helped me to understand issues, events and perspectives from a significantly broader 
vantage point. 
As a result, I have made a commitment to become a change agent in the education 
arena. As an educator with a hand on the pulse of the next generation of teachers, I 
believe I can serve as an influence for change. In my urgent desire to become an effective 
educator who teaches and operates from a comprehensive multicultural perspective, I 
sometimes become overwhelmed with the magnitude of the task and the time it will take 
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for me to make significant strides toward attaining my goal; that is when I keep in mind 
Sonia Nieto’s reference to becoming a multicultural teacher as a process. Presently I am 
in the process of transforming curricula so that more courses are taught from a 
multicultural perspective. In addition, I serve as a member on a number of committees 
that seek ways to infuse multicultural perspectives into the program, to recruit and retain 
students of color in the School of Education and Professional Studies. Throughout this 
process, I am reflecting on what I need to do to further develop into a multicultural 
educator. 
104 
APPENDICES 
105 
APPENDIX A 
CONSENT FORM 
106 
CONSENT FORM 
I, Maxine Headley-Howell am a doctoral student at the University of 
Massachusetts at Amherst, in the Department of Teacher Education and 
Curriculum Reform. In preparation for writing my dissertation and for possible 
publication purposes and use in education forums, I will be conducting a research 
project on personal, professional and academic experiences that affect the 
perceptions and behaviors of teachers. 
During this process, I will conduct interviews which will be audio taped and 
transcribed by me or by someone I deem trustworthy. I will also observe in the 
classroom environment; while doing so, I will write field notes. Field notes will 
enable me to describe the context of events with accuracy. 
Every effort will be made to ensure your anonymity and that of the school’s. 
Pseudonyms will be substituted for real names when used in written or oral 
presentation of this research project. 
You will have the right to listen to the audio tape of the interview, read 
transcripts and review a draft of the written research report for accuracy and 
interpretation. Any discrepancies will be clarified and reflected in the final report. 
You also have the right to withdraw from being a participant at any point in time 
without malice. 
In signing this form, you are giving written consent to be a participant in 
this project and assuring me that you will not make any financial claims upon me 
as a result of dissemination of the material in this project. 
Signature of participant 
Signature of researcher. 
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Dear Webster Graduate: 
We are Teacher Education faculty whose names you might recognize from 
your recent years at Webster. Together, we are engaged in a research study 
following up on our teaching. We hope we are reaching you as you begin to gear 
up for the academic year. If not, we wish you luck as you consider your options in 
what may or may not be a difficult time. If you did land a teaching position, we 
congratulate you and wish you well, and hope our contacting you now might be of 
service to you. 
For this research, we need your help. We are interested in discovering the 
extent to which Webster Teacher Education Graduates use what we have taught 
them as they develop and implement lessons, bulletin boards, themes, units, and 
spontaneous “teachable moments” in their own classrooms. In particular, since we 
both focus intensively on multicultural education in our certification courses, we 
are wondering if the perspectives we asked you to consider have made a difference 
in your teaching. 
The enclosed questionnaire should take about twenty minutes of your time. 
We have set it up so you can generate your own responses, hoping you will feel 
free to say whatever you honestly know to be true about yourself for each question. 
You may choose to reveal your identity, or not. Even if you are not yet actually 
teaching, we welcome your responses to many of the questions. 
When you have completed the questionnaire, you may return it to us in the 
enclosed envelope by September 15. Then comes the next part. If you have 
indicated that you are in fact teaching, and if your school is within a reasonable 
radius of Webster, we would like to request your permission to visit your room for 
at least one follow-up observation and feedback conversation. Be assured that we 
will come as researchers, not evaluators! We hope you will welcome our interest in 
your thinking and planning, and that you will take the time to be in touch with us 
again. 
Sincerely yours, 
Liz Aaronsohn, Ed.D 
Assistant Professor 
Maxine Howell, M.A. 
Assistant Professor 
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WEBSTER MULTICULTURAL TEACHER EDUCATION 
QUESTIONNAIRE 
1. Which Webster program are you in? (Undergraduate or graduate? Masters or 
graduate certification?) When? 
2. Did you have either one of us as a professor or a supervisor of student teaching? 
3. If you have not yet landed a full-time teaching situation, to what extent are you 
working in the classroom? 
4. What is the setting for your teaching? What is the population of the school like? 
5. What reaction have you experienced or do you expect to get from parents when 
/if you include a range of perspectives in your teaching? 
6. What is your school district’s policy or practice in terms of multicultural 
education, and what do you do in response to that policy? 
Ill 
7. To what extent are you satisfied that the curricula and textbooks you work with 
offer fully multicultural perspectives 
8. If you’re not fully satisfied, what do you do and /or plan to do to supplement 
those curricula or texts? What other materials and strategies are available to you, 
and what activities do you use and/or plan to use to help your students think in 
terms of multiple perspectives? 
9. Do you plan to recognize Columbus Day this fall? If you plan to recognize it, 
what will you do? 
lO.To what extent have you found colleagues who remind you of possible 
multicultural approaches you might not have considered on your own? 
11. What do you feel you could use from us now? What do you feel you could use 
from us now? And what do you wish we had offered you more at Webster? 
12. Would you welcome our visit to your classroom? If so, please do include your 
name and phone number. 
Feel free to add any other comments, using the other side of this paper or another 
sheet. Thank you! 
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APPENDIX D 
FOLLOW-UP LETTER TO PARTICIPANTS 
Dear Webster Graduate, 
We are coming to you one more time with a questionnaire, in order to 
complete our research. This survey should be quicker and easier to fill our that the 
one we sent you at the beginning of the school year last September. 
As you may recall, we are interested in discovering the extent to which all 
Webster Teacher Education graduates find they can use what we have taught then 
as they develop and implement lessons, bulletin boards, themes units, and 
spontaneous “teachable moments”in their own classrooms. We are especially 
wondering if some of the perspectives to which you were exposed in many of your 
Teacher Education courses have made a difference in your teaching. 
How our department designs certain aspects of its program will in part be 
determined by your responses, we hope you will take the 10 or 15 minutes to 
complete it and return it to us in the enclosed envelope by February 1. Feel free to 
use any pencil or pen on the bubble sheet, and don’t bother with any of the codes. 
If you are interested in our findings, please send your name and address, or 
feel free to contact us later in the spring. 
Thanks again! 
Sincerely, 
Liz Aaronsohn, Ed. D. 
Assistant Professor 
Teacher Education 
Maxine Howell, M.A. 
Assistant Professor 
Teacher Education 
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APPENDIX E 
SURVEY OF TEACHER EDUCATION GRADUATES 
WITH RESULTS 
SURVEY OF TEACHER EDUCATION GRADUATES 
Part 1: Demographic Profile 
1. Gender: A. male B. female 
2. Program: A. completed undergraduate certification program at Webster 
B. completed graduate certification program at Webster 
3. Year of certification: A. 1992 B. 1993 C. 1994 D. 1995 
4. Age A. 22-25 B. 26-30 C. 31-35 D. 36-45 E. 46+ 
5. In classrooms: A. teaching full time B. teaching part time C. subbing 
D. not teaching right now 
What grade do you teach? 
6. Early childhood: 
A. Preschool B. K C. 1st. D.2nd E.3rd 
7. Elementary or Middle: —— 
A. 5th B. 6th C.7th D. 8th 
8. High school: 
A. 9th B. 10th C. 11 D.12 
9. Setting of your teaching: A. inner city B. suburb C. rural D. small 
town 
10. Socioeconomic situation of your teaching: A. affluent B. upper middle income 
C. working class D. low income E. mixed levels of income 
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Please describe the population of your school by approximate percent in terms of 
primary ethnic/cultural identity: 
11. European American 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
12. African American 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
13. From Haiti or the English-speaking Caribbean islands 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
14. Latino (Puerto Rican, Mexican Central or South American) 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
15. Asian 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
16. Native American 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
17. Middle Eastern 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
18. Recently here from other countries 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
19. Other (please indicate) 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
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Part II: Your multicultural preparation 
20. How knowledgeable do you feel about the children you teach? 
A. very B. somewhat C. not very D. not at all 
21. To what extent did you have course work at Webster that exposed you to 
multicultural perspectives and resources? 
A. too much B. very much C. somewhat D. not very much E. not at all 
22. In which programs? 
A. core courses B. major courses C. Teacher Education courses 
D. student teaching E. in-service 
23 .Was the multicultural emphasis from the text(s), the professor, or both? 
A. text(s) B. professor C. both D. none E. not sure 
24. Please indicate whether you had Maxine Howell as: A. Professor B. Advisor 
C. supervisor of student teaching D. not at all 
Part III: Reflecting on vour thinking 
For the following questions, please fill in the answer that best describes your point 
of view. A=strongly agree, B= agree, C=undecided, D=disagree, E=strongly 
disagree 
To what extent would you tend to include any or all of the following in your 
thinking about multicultural education? 
25. studying about cultures other than one’s own 
26. attention to heroes and holidays from a variety of cultures 
27. recognition of Black History Month, etc. 
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28. depends on whether or not you have students of color 
29. understanding issues and events from multiple perspectives 
30. divisive and a threat to our country’s unity 
31. education for social justice 
32. depends on whether the parents want it 
33. I’ll teach whatever’s in the curriculum 
34. we don’t have time to include anything new in the curriculum 
35. anti-racism education 
36. critical reading of texts, asking, “Whose perspective is left out here?” 
37. Deciding on whether you expose them to alternatives to the traditional 
perspective depends on the age of the children you teach 
To what extent do you feel that 
38. The parents of your students care about their children’s education? 
39. all children can learn 
Part IV: Looking at your own teaching 
Please circle the percentages that best match your practice: 
40-42: In your teaching of social studies, to what extent do your text, worksheets, 
bulletin boards, trade books, examples, etc. include the following? 
40. women/ girls 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
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41. people of color 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
42. people with disabilities 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
43. What percentage of the materials in the room have you bought with your own 
money? 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
44. How much of the teaching day do you have the children work in problem 
solving, decision making small groups? 
45. To what extent do you have reason to believe that the art and music teachers in 
your school teach from multicultural perspectives? 
A. 0-10% B. 11-29% C. 30-49% D.50 - 74% E 75-100% 
46. To what extent do you have reason to believe that teachers on your 
approximate grade level seem to present multiple perspectives to their students? 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
47. In your teaching about Columbus Day last fall, to what extent did you include 
the Native American perspective? 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
48. To what extent did you include the European perspective? 
A. 0-10% B. 11-29% C. 30-49% D. 50-74% E. 75-100% 
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Part V: Narrative (optional) 
We would like to know if there was anything you learned in your courses or 
field experiences that made a light bulb light up for you, such that you now teach 
differently from how you might otherwise have. If so, briefly describe the idea and 
if possible the particular reading, activity, visit, lecture, conversation, experience, 
or whatever else, and its impact on you. 
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APPENDIX F 
compiMhensive DEFINITIONS OF MULTICULTURAL EDUCATION 
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According to Nieto: 
Multicultural education is a process of comprehensive school reform 
and basiceducationfor all students. It challenges and rejects racism 
and other forms of discrimination in schools and society and accepts 
and affirms pluralism (ethnic, racial, linguistic, religious, economic, 
and gender among others) that students, their communities and 
teachers represent. Multicultural education permeates the curriculum 
and instructional strategies used in school, as well as the interactions 
among teachers, students, parents and the way that schools 
conceptualize the nature of teaching and learning. Because it uses 
critical pedagogy as its underlying 
philosophy, and focuses on knowledge, reflection, and action (praxis) as 
the basis for social change, multicultural education furthers the democratic 
principles of justice (Nieto, 1992, p. 208). 
Suzuki states that: 
Multicultural education is an educational program that provides 
multiple learning environments matching the academic, social, and 
linguistic needs of the students. These needs may vary widely due to 
the differences in race, sex, ethnicity or social class background of 
the students. In addition, to developing their basic academic skills, 
the program should help students to develop a better understanding 
of their own background and of other groups that compose our 
society. Through this process, the program should help students to 
respect and appreciate cultural diversity, overcome ethnocentric and 
prejudicial attitudes, and understand the socio-historical, economic 
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and psychological factors that have produced the contemporary 
conditions of ethnic polarization, inequality and alienation. It should 
also foster the ability to critically analyze and make intelligent 
decisions about real-life problems and issues through the process of 
democratic, biological inquiry. Finally it should help them to 
conceptualize and aspire toward a vision of a better society and 
acquire the necessary knowledge, understanding and skills to enable 
them to move the society toward a greater quality and freedom, the 
eradication of degrading poverty and dehumanizing dependency and 
the development of meaningful identity for all people. (Suzuki, 1979, 
pp.97-98). 
Another comprehensive definition for multicultural education, cited in 
Banks (1995), states: 
Multicultural education is a philosophical concept and educational 
process. It is a concept built upon the philosophical ideals of 
freedom, justice, equality and human dignity...It is a process that 
takes place in school and other educational institutions and informs 
all subject areas and other aspects of the curriculum...Multicultural 
education acknowledges that the strengths and riches of the United 
States are a result of its human diversity. It demands a college and 
school staff that is multiracial and multiculturally literate...It 
confronts social issues involving race, ethnicity, socioeconomic 
class, gender, homophobia, and disability...Multicultural education is 
a total process: it cannot be truncated: all components of its 
definition must be in place in order for multicultural education to be 
genuine and viable (pp. 145-146). 
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